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ABSTRACT 
 
This thesis explores the nature of pedagogic connectedness and reveals the 
qualitatively different ways in which teachers in the middle years of schooling 
experience this phenomenon. The researcher defines pedagogic connectedness as 
the engagements between teacher and student that impact on student learning. 
The findings of this phenomenographic-related study are used to provide a 
framework for changes to pedagogic practices in the middle years of schooling.  
 
Twenty teachers of years 7, 8, and 9 boys in an independent college in South-East 
Queensland participated in this study. Data were obtained through semi-
structured interviews with these teachers and the interview transcripts were 
analysed iteratively. Five qualitatively different ways of experiencing pedagogic 
connectedness emerged from this study. These categories of description are 
linked hierarchically and are delimited from each other through six common 
dimensions of variation.   
 
Teachers’ conceptions of pedagogic connectedness range from information 
providing through instructing, facilitating, guided participation to mentoring. The 
five different conceptions may be classified broadly as teacher-centred, 
transitional or student-centred. In the information providing conception, 
pedagogic connectedness between teachers and students is limited with teachers 
perceiving themselves as subject experts and providing few opportunities for 
student-teacher engagements. The most complex conception, mentoring, is 
characterised by partnerships between teachers and students in which teachers 
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view themselves as more experienced equals. These partnerships extend beyond 
the confines of the classroom and beyond the years of schooling. In this 
conception, teachers describe teaching as an emotional activity with teachers 
demonstrating passion for teaching and learning. The findings of this current 
study extend earlier understandings of teacher-student mentoring relationships in 
the middle years of schooling. These expanded understandings may contribute to 
enthusing middle years students and re-engaging them with schooling during 
these vital years.  
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CHAPTER 1 
1.1 Introduction 
This study is a qualitative enquiry into teachers’ conceptions of pedagogic 
connectedness. Pedagogic connectedness, introduced by the author in a previous 
paper (Beutel, 2003) is defined as the engagements between teacher and student 
that impact on student learning. In this study, a phenomenographic approach is 
used to interrogate the nature of pedagogic connectedness and to explore the 
qualitatively different ways in which teachers in the middle years of schooling 
experience this phenomenon. The findings of this study seek to provide a 
framework for pedagogic change in the middle years of schooling.  
 
This chapter commences by defining the research problem that led to this study. 
In so doing, the literature that provides the basis to develop the conceptual 
framework for this study is introduced. The research questions are described and 
the significance of this study is explained followed by a brief overview of the 
research methodology used in the study. An outline of the structure of this thesis 
is contained in the closing sections of this chapter.  
 
1.2 The Research Problem  
Early adolescence was identified as a distinctive stage of adolescence in the 
1970s (Thornburg, 1983). However, contemporary early adolescent students 
differ markedly from those in that age group thirty years ago (personal 
communication, cited in Manning & Bucher, 2005, p. 358). Today, early 
adolescents mature faster physically, cognitively and socially. Adolescents of this 
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generation have access to “extensive and sophisticated informational sources 
outside school and family; they are the direct target of advertising and mass 
media; and, increasingly, they are understood outside the parameters of 
childhood” (Luke et al., 2003, pp. 15-16). Thus, contemporary adolescents bring 
to schools new skills, needs and issues unique to this generation. The ready 
availability of drugs and alcohol, socio-economic diversity, AIDS and the threat 
of global terrorism (Manning & Bucher) provide further challenges for 
adolescents in contemporary contexts. These challenges lead to an increased 
vulnerability to educational underachievement, disengagement and failure. While 
early adolescents have changed significantly, many schools have not responded 
to the changing nature of their students and the new skills and experiences that 
they bring to school.   
 
Over recent years, increasing numbers of early adolescents have experienced 
alienation and disengagement from schooling. Alienation, or “feelings of 
disconnectedness from others and from key social institutions” (Rowan, Chiang, 
& Miller, 1997, p. 61), has been identified as a factor contributing to a lack of 
academic success and to behavioural problems in students (Rowan et al., 1997). 
The alienation experienced by early adolescents today may be exacerbated further 
by the erosion of close-knit family units thus resulting in a lack of familial 
support that adolescents in previous generations may not have encountered.  
 
Alienation and disengagement from schooling shown by contemporary early 
adolescents are significant educational concerns, both nationally and 
internationally. In response to these concerns, many educationalists, especially in 
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the United States (Beane, 2002; Carnegie Council on Adolescent Development, 
1996; Jackson & Davis, 2000; Mizell, 1999; Newman & Associates, 1996) and 
Australia (Australian Curriculum Studies Association, 1996; Barratt, 1998; 
Chadbourne, 2001; Education Queensland, 2003) have proposed major changes 
to schooling in these early adolescent years, the middle years of schooling. Some 
schools have responded by implementing structural changes to create middle 
school sub-units within larger schools but have failed to respond adequately to 
the unique and diverse needs of early adolescent students.  Structural reforms 
alone are not sufficient to guarantee that the educational experiences provided in 
a middle schooling program are consistent with the philosophy, curriculum and 
pedagogy of middle schooling (Jackson & Davis, 2000). If substantial and 
sustained improvements in student educational outcomes are to occur, middle 
schooling programs need to be introduced “comprehensively and holistically, 
rather than in half measures” (Chadbourne, 2001, p.16). Student disengagement, 
similar to that experienced in traditional secondary schools, may result if 
structural changes are implemented without aligning curricular and pedagogic 
changes (de Jong, 2005). Changes to classroom practices and climate, curriculum, 
assessment and central to this study, pedagogy, are necessary to enhance the 
academic achievements of early adolescent students (Chadbourne, 2001; Jackson 
& Davis, 2000; Manning & Bucher, 2005).  
 
The focus of this study is on pedagogic connectedness, that is the engagements 
between teacher and student that impact on student learning (Beutel, 2003). In the 
context of this study, connectedness is defined as an attachment or a connection 
to a place, person, or a group of people (Fuller, McGraw, & Goodyear, 2002; 
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Noack & Puschner, 1999) that promotes a sense of comfort and well-being 
(Hagerty, Lynch-Sauer, Patusky, & Bouwsema, 1993). Pedagogy, defined by 
Lingard, Mills and Hayes (2000) as the “interrelationships between teacher 
practice and student outcomes” (p. 102), seeks to “address the process of 
production and exchange between teacher, learner, and the knowledge jointly 
produced” (McWilliam, 1994, p. 57).  This latter definition by McWilliam 
recognises teachers and students as active, changing and changeable partners in 
the production of knowledge and highlights the importance of the conditions 
necessary for effecting learning. Both definitions recognise the interrelationships 
between teacher practice and the construction of knowledge but overlook the 
significance of the relational and mediated connection between the teacher and 
the student. This connection is central to this study.  
 
Central to reform in the middle years of schooling and to this study has been the 
recognition of the importance of warm, positive and healthy teacher-student 
relationships in enhancing student outcomes (Carnegie Council on Adolescent 
Development, 1996; Chadbourne, 2001; de Jong, 2005; Jackson & Davis, 2000; 
Manning & Bucher, 2005). This is significant as strong, supportive relationships 
also facilitate the intellectual, ethical and social development of early adolescents 
(Carnegie Council on Adolescent Development, 1989; Jackson & Davis, 2000). 
The findings of the Queensland School Reform Longitudinal Study (QSRLS), 
commissioned by Education Queensland to investigate how academic and social 
student learning could be enhanced in the local context (Lingard et al., 2001), 
reported that the provision of intellectually challenging activities within socially 
supportive contexts for learning facilitate high quality learning. However, the 
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findings of the QSRLS (Lingard et al., 2001) revealed also that, while social 
support for students was evident across the middle years in Queensland schools, 
there were relatively low levels of intellectual demand (Carrington, 2002). The 
recommendations of the QSRLS emphasized the need for a focus on the “use of a 
range of appropriate and ‘productive pedagogies’” (Carrington, 2002, p. 19) in 
middle years classrooms to enhance social and academic learning outcomes for 
students.  
 
The Productive Pedagogies model that emerged from the QSRLS (Lingard et al., 
2001), and described in greater detail in Chapter 2, provides a pedagogic 
framework for enhancing positive student outcomes within the context of 
Queensland schools. One of the elements of Productive Pedagogies, 
connectedness, describes the extent to which classroom lessons connect students 
to their biographies (Lingard, Ladwig, & Mills, 2001) and to the world outside 
the classroom (Education Queensland, 2002; Lingard et al., 2001). This definition 
of connectedness recognises the importance of providing classroom experiences 
that are relevant to the lives of students but does not address the engagements 
between the teacher and student that facilitate these connections. As such, the 
Productive Pedagogies model is instructive but it does not provide teachers with 
sufficient direction on how to implement this new reform. In other words, the 
“how to” of Productive Pedagogies has not been made explicit for teachers.   
 
The work in this study will build on the definition of connectedness used in 
Productive Pedagogies. In interrogating pedagogic connectedness, the mediated 
and relational nature of pedagogic teacher-student interactions as experienced by 
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teachers of middle years students will be explored. It is these engagements that 
impact significantly on student learning. Furthermore, the researcher argues that 
these interactions are central to reversing the alienation and disengagement 
experienced by student in these middle years. The findings of this study will 
generate new understandings of pedagogic engagement that will be instructive in 
the middle years of schooling. The literature that provides the basis for the 
researcher’s understandings of pedagogic engagements in the middle years of 
schooling is described briefly in this next section and is explicated further in 
Chapter 2.  
 
1.3 Background of the Study 
The major focus of this study is classroom interactions between teachers and 
students in the middle years of schooling. The literature that led the researcher to 
this study is drawn from the middle years of schooling, adolescent development 
and boys’ education. This section provides an overview of the literature that is 
presented more comprehensively in Chapter 2.  
 
1.3.1 Significance of the Middle Years of Schooling 
 
The early adolescent years represent the middle years of schooling. Young people 
from around age 10 through to 15 (Barratt, 1998; Manning & Bucher, 2005) 
constitute this group and are called early adolescents. Other terms such as 
preadolescents, transcents or young adolescents (Manning & Bucher, 2005) may 
be used interchangeably to identify this group. Early adolescent students have 
been identified as having specific needs that are different from students in 
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younger or older years (Carrington, 2002). As such, early adolescent students 
provide a unique challenge to teachers.  
 
The middle years of schooling have been identified as the peak time for 
behavioural problems, depression and the onset of substance abuse (Fuller et al., 
2002). This is significant, as adolescent depression and substance abuse are 
precursors to mental health problems in later years. Together with these 
behavioural and mental health problems, many early adolescents experience 
increased alienation and disengagement from school. Alienated and disengaged 
students may demonstrate inappropriate behaviours at school. Inappropriate 
behaviours may range from “passivity and disinterest through disruptive 
behaviour and violence through to truancy and early leaving” (Carrington, 2002, 
p.11). Some of these behaviours have been linked to the physical, social, 
emotional and intellectual changes of adolescence, while others may be the result 
of school programs that have not responded to the unique needs of these students.  
 
1.3.2 Adolescent Development and Mental Health 
 
Adolescence is recognised as a time of immense change (Howard & Johnson, 2001; 
Kuperminc, Leadbeater, & Blatt, 2001; Manning & Bucher, 2005; Queensland 
School Curriculum Council, 2000; Roeser, van der Wolf, & Strobel, 2001). In 
particular, early adolescents grow and develop more rapidly than any other time in 
their lives except during infancy (Carnegie Council on Adolescent Development, 
2004; Manning & Bucher, 2005). At this time also, significant numbers of young 
adolescents are drawn to unacceptable risk-taking behaviours.  In some cases, these 
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disturbing behaviours have been attributed to the various physical, social, emotional 
and intellectual changes that are taking place within the bodies and minds of young 
adolescents. While most young adolescents negotiate these changes with few 
problems, there have been substantial increases in adolescent self-harm and 
associated mental health problems over recent years (Fuller et al., 2002; G. C. Patton, 
1997). It is central to this study also that during this period, significant numbers of 
early adolescents experience alienation from and disengagement with schooling 
experiences. Males in particular are over-represented in this group of underachieving 
and disaffected students (Fletcher, 1997; Horne, 2000). 
 
While these trends are disturbing, it is significant that protective factors against 
risk-taking and health-damaging behaviours have been identified. Connectedness 
has been identified as one of the key protective factors (Fuller et al., 2002; 
McWhirter, McWhirter, McWhirter, & McWhirter, 2004). It is significant to the 
study that schools are places where protective factors, such as connectedness, 
may be acquired. Furthermore, connectedness has been identified as a factor also 
that may reduce alienation and disengagement from school, and even more so for 
boys (Kuperminc et al., 2001). Significantly, this study focuses on the pedagogic 
attachments or connections between teachers and male students in the middle 
years of schooling. 
 
1.3.3 Boys and Schooling 
 
Over recent years, there has been a growing body of evidence that supports the 
notion that boys are not realising their potential academically at primary school and 
secondary school (Cresswell, Rowe, & Withers, 2002; Fletcher, 1997; Rowe, 2000; 
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Rowe & Rowe, 2000; Slade, 2002; Trent & Slade, 2001). Boys report also a lack of 
enjoyment of, and engagement with, schooling experiences (Rowe, 2000; Rowe & 
Rowe, 2000; Slade, 2002; Trent & Slade, 2001).  In addition, boys exhibit more 
behavioural problems (Rowe, 2000; Rowe & Rowe, 2000), are more likely to 
participate in health-damaging behaviours and are at a far greater risk of suffering 
from depression (Canada, 2000; Fletcher, 1997). This has serious implications as 
those who experience mental health problems, such as depression, in their adolescent 
years as they are at a far greater risk of developing further mental health problems in 
later life. Boys’ participation in these health-damaging behaviours is such that the 
importance of the development of preventative measures, or protective factors, has 
received international recognition (Fletcher, 1997).   
 
Significant to this study is that some boys link their school underachievement to their 
relationships with teachers (Trent & Slade, 2001). The importance of teachers as 
instrumental in influencing student outcomes (Jackson & Davis, 2000; Rowe, 2000; 
Rowe & Rowe, 2000) is well recognised. It is acknowledged also that the impact of 
teacher effects in the schooling of boys is even greater than in girls’ schooling 
experiences (Rowe & Rowe, 2000).  
 
The development of positive teacher-student relationships is central to reform in the 
schooling of early adolescents. Furthermore, the researcher suggests that boys may 
benefit most from carefully constructed programs in these early adolescent or middle 
years of schooling. The organisation of these middle years programs in light of these 
understandings is described in the next section.   
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1.3.4 Designing Middle Years Programs for Adolescents 
Currently, many secondary schools are structured such that the developmental 
needs of early adolescent students are not met. The importance of middle years 
programs constructed and designed specifically to be responsive to the diverse 
needs and interests of early adolescents has been highlighted by recent research 
(Carnegie Council on Adolescent Development, 2004; Carrington, 2002; 
Education Queensland, 2003; Jackson & Davis, 2000; Manning & Bucher, 2005; 
Queensland School Curriculum Council, 2000). Accordingly, middle years 
programs may provide a turning point for students to re-engage and connect with 
schooling in these important years. It is this challenge that is pushing a reform 
movement to develop middle years programs.  
 
Advocates of the reform movement in the middle years of schooling have 
proposed significant changes to the missions and structures of traditional 
secondary schools. Some schools have responded by implementing structural 
changes to create middle school sub-units that are miniature versions of 
traditional secondary schools (Manning & Bucher, 2005). As such, these schools 
are middle schools in name only as many have not embraced the philosophy or 
ethos of middle schooling. Structural changes alone are not sufficient to effect 
significant and sustained improvements in student outcomes. As Fullan (2001, p. 
152) states “Only when schooling operates in a way that connect [sic] students 
relationally in a relevant, engaging and worthwhile experience can substantial 
learning occur”. Changes to curriculum and pedagogy are crucial to meeting the 
unique and diverse needs of early adolescent students (de Jong, 2005) and to 
significant and sustained increases in student achievement (Australian 
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Curriculum Studies Association, 1996; Carrington, 2002; Education Queensland, 
2003; Queensland School Curriculum Council, 2000). Further, for effective 
middle years reform to occur, curriculum, pedagogy and assessment must be 
aligned (Carrington, 2004).  
 
While changes to pedagogic practices have been identified as crucial in the 
implementation of middle years programs, apart from the Productive Pedagogies 
model  (Education Queensland, 2001), the nature of pedagogy and pedagogical 
engagements do not appear to have received significant attention in these programs. 
The ways in which teachers interact with and engage students in learning have a 
considerable positive impact on the social and emotional wellbeing of students 
regardless of the content of the curriculum (Zilm, 2002). In addition to improved 
social outcomes, positive teacher-student interactions lead to improved academic 
outcomes. As such, the nature of teacher-student engagements warrants further 
attention and this is the intention of this study.  
 
1.4 The Study 
The impetus for this study commenced in 2002. At that time, administrators at the 
boys’ school that provides the context for this study, and at which the author of 
this study was teaching, were investigating a whole school renewal process. The 
plans for the renewal process included the introduction of a middle school sub-
unit to cater for students in year 7 through to year 9. The middle school was 
proposed because of concerns regarding the lack of engagement demonstrated by 
some boys in the middle years of schooling at the school. The author of this 
study, along with a number of other teachers and administrators at the school, had 
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been disturbed for some time about the apparent decline in engagement shown by 
many boys in years 7, 8 and 9 at the college. Evidence from research into the 
middle years of schooling (Australian Curriculum Studies Association, 1996; 
Barratt, 1998; Jackson & Davis, 2000; Manning & Bucher, 2005; Queensland 
School Curriculum Council, 2000; Zbar, 1999) and in the literature relating to 
boys’ education (Fletcher, 1997; House of Representatives Standing Committee 
on Education and Training, 2002; Lillico, 2002; Lingard, Martino, Mills, & Bahr, 
2002; Rowe, 2000; Rowe & Rowe, 2000; Trent & Slade, 2001) support these 
concerns. The perception held by the researcher prior to this study was that many 
year 8 boys at the college appeared to be particularly enthusiastic about school at 
the beginning of year 8, yet by the end of the year, their enthusiasm for and 
engagement with, schooling experiences appeared to wane significantly. This 
disengagement appeared to wane further through year 9 and on to year 10. These 
perceptions, together with concerns relating to increased disengagement and 
alienation from school by early adolescents expressed by many educationalists 
(Australian Curriculum Studies Association, 1996; Barratt, 1998; Jackson & 
Davis, 2000; Manning & Bucher, 2005; Zbar, 1999), led to this current study. 
Further, the proposed organisational changes to the school with the inclusion of a 
middle school sub-unit provided a unique opportunity to conduct this study.   
 
This study explores the qualitatively different ways in which teachers in the 
middle years of schooling experience pedagogic teacher-student classroom 
engagements. In other words, this study interrogates the nature, and reveals the 
dimensions, of pedagogic connectedness. The knowledge gained from this study 
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will inform practice in this proposed middle sub-school unit at the college and 
will assist in providing a framework for changes to pedagogical practices in these 
years. Further, the findings of this study may be useful also to pre-service teacher 
education in assisting potential middle years teachers to develop skills that 
facilitate positive, pedagogic, classroom engagements. 
 
Much of the current middle years reform has come from the field of education. 
To date, proposed changes to schooling experiences for students in the middle 
years have been based on strong professional concerns rather than a strong 
empirical base. Some empirical studies relating to the middle years of schooling, 
such as that by Trent and Slade (2001), have investigated students’ perceptions of 
teachers and of teaching and learning yet few studies have investigated teachers’ 
perceptions of classroom engagements. As teachers are the agents of change in 
this process of middle years reform, it is important that their experiences of these 
pedagogic engagements are explicated.  
 
The significance of studying pedagogic connectedness at this point in time is that 
it addresses the mediated and relational nature of pedagogic teacher-student 
classroom interactions that appear to have been neglected in middle years reform 
to date. The outcomes of this study will be instructive to the literature in this field 
that currently makes scant reference to such phenomena.  
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1.5 Research Questions 
This study seeks to reveal the nature of pedagogic connectedness as experienced 
by teachers in the middle years of schooling in the context of a Catholic boys’ 
college. Pedagogic connectedness, as defined in the introduction, describes the 
engagements between teacher and student that impact on student learning. As 
such, the study interrogates the multi-dimensional nature of pedagogic 
connectedness. Table 1.1 shows the three research questions addressed in this 
study.  
Table 1.1 Research Questions 
Key research question: 
What is the nature of pedagogic connectedness? 
Sub-questions: 
1. What are the qualitatively different ways of experiencing pedagogic 
connectedness? 
2. What does this newly acquired knowledge mean for pedagogic practice in the 
middle years of schooling reform movement? 
 
The key research question is: “What is the nature of pedagogic connectedness?" 
This study uses a phenomenographic approach to reveal the range of ways in 
which teachers in the middle years of schooling experience pedagogic 
connectedness. In so doing, the first research sub-question will be addressed: 
“What are the qualitatively different ways of experiencing pedagogic 
connectedness?" The results of this study will be used to provide a framework for 
teacher practice in the context of this study. This framework will emerge from the 
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response to the final research question: “What does this newly acquired 
knowledge mean for pedagogic practice in the middle years of schooling reform 
movement”? 
 
1.6 Methodology  
The conceptual framework used in this study is phenomenography. As a research 
approach, phenomenography seeks to identify the qualitatively different ways in 
which people perceive various phenomena (Marton, 1988, 1994). As this study 
seeks to reveal the qualitatively different ways in which teachers experience the 
phenomenon of pedagogic connectedness, a phenomenographic perspective is 
appropriate to a study of this kind.  
 
In phenomenographic studies, the phenomenon under investigation is seen from 
the perspective of the research participants (Ashworth & Lucas, 1998; Marton & 
Booth, 1997; Svensson, 1997) rather than from the perspective of the researcher. 
As such, phenomenography takes a “second-order” approach (Marton & Pang, 
1999). In this study, a second-order approach will be taken in that pedagogic 
connectedness will be viewed from the perspective of teachers from the middle 
years of schooling. Data will be collected from interviews conducted with twenty 
teachers of male middle years students. The resultant analysis of this data will be 
used to provide a framework for pedagogic practice in the middle years of 
schooling. A detailed description and justification of the use of a 
phenomenographic related approach in this study is contained in Chapter 3 of this 
dissertation.  
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1.7 Outcome of the Study 
As stated in the previous section, this study explores and explicates the nature of 
the multi-dimensional model of pedagogic connectedness.  In interrogating the 
nature of pedagogic connectedness, teachers will be interviewed in relation to 
their conceptions of teaching and learning, their approaches to teaching and the 
nature of their classroom engagements with students. Through these interviews, 
the pedagogical and relational dimensions of pedagogic connectedness will be 
explored. The relational dimensions of pedagogic connectedness focus on the 
kinds of exchanges between teacher and student, while the pedagogic dimensions 
address the manner in which teachers and students engage jointly with the 
curriculum.  
 
The findings of this study will be presented in the form of an outcome space. The 
outcome space is a kind of analytic map (Dahlgren & Fallsberg, 1991) or 
diagrammatic representation of the range of ways of experiencing a phenomenon. In 
this study, the outcome space of pedagogic connectedness will reveal a number of 
ways of experiencing pedagogic teacher-student interactions which, to date, do not 
exist in the current literature. 
 
1.8 The Significance of the Study 
The middle years of schooling is recognised as an identifiable and significant area 
of educational concern (Carrington, 2002). Although middle years reform to date 
has acknowledged and responded to some early adolescent needs and issues, 
underachievement and alienation continue to provide challenges for 
educationalists. Early reform efforts have focused on the diverse needs of early 
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adolescents through changes to curriculum structure and delivery and pedagogic 
practices. For continued and sustained reform in the middle years, future reform 
efforts need to focus on the alignment of pedagogy, curriculum and assessment 
(Carrington, 2004). There is strong evidence that student engagement and 
improved student outcomes are linked to pedagogy that is aligned with an  
intellectually demanding curriculum that has real-world connectedness and with 
assessment that informs classroom practice (Carrington, 2002, 2004). Significant 
to this study, there are implications for a refocusing on pedagogy in the middle 
years of schooling. While the Productive Pedagogies model resulting from the 
QSRLS has provided a pedagogic framework for change within the local context, 
it is argued that teachers need direction to translate this reform into classroom 
practice. Thus, pedagogic issues need further interrogation.  
 
While previous studies into the middle years of schooling have recognised that 
changes to pedagogic practices are crucial in the implementation of middle 
school reform, the nature of these pedagogic exchanges between teachers and 
students has not been interrogated. The significance of pedagogic practices and 
teacher-student relationships in middle years reform are highlighted in the 
following comment by Taylor and Barratt (2001) “the true revolution in Middle 
Schooling will be the pedagogy that is practised, and the most critical factor for 
success for these students will always hinge on a strong relationship with a 
trusted adult mentor (p. 21)”. 
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The role of the teacher as a trusted mentor to students in the middle years of 
schooling has been identified as critical (Fletcher, 1997; Rowe, 2000; Rowe & 
Rowe, 2000). This study is significant in that, through the investigation into 
pedagogic connectedness, both pedagogical issues and the relationships between 
teachers and students are explored and explicated. 
 
The focus in this study is on the pedagogic classroom engagements between 
teachers and male students in the middle years of schooling. This is significant as 
boys demonstrate greater disengagement and alienation from schooling in the 
middle years than girls (Rowe, 2000; Rowe & Rowe, 2000) yet, paradoxically, 
are more responsive to positive teacher-student interactions (House of 
Representatives Standing Committee on Education and Training, 2002). In this 
context, boys are viewed as the “most obvious beneficiaries of middle school 
reform” (House of Representatives Standing Committee on Education and 
Training, 2002, p. 138) yet there has been little research conducted into teachers’ 
perceptions of pedagogic interactions with boys in the middle years of schooling. 
 
The nature of teacher-student relationships and the quality of pedagogic practices 
(Lingard et al., 2002) are the most significant factors that influence boys engagement 
with schooling. This study is significant in that it charts the kinds of interactions 
between teacher and student that capture the attention of these adolescent males and 
guides them towards appropriate behaviours and outcomes of the curriculum. 
Through the findings of this study, pedagogic practice in the middle years of 
schooling may be informed and improved. 
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1.9 Structure of the Thesis 
There are six chapters in this thesis. In this chapter, the research problem and 
research questions have been established. An overview of the literature base 
relating to middle school reform, adolescent development and boys’ education 
has been provided. A justification of the research method that has been used for 
this study has been offered and the significance of the study has been discussed. 
Chapter 2 reviews the literature to show that, while the importance of the teacher-
student relationship in the middle years of schooling is recognised as crucial to 
the reform of those years, the multidimensional nature of this relationship has not 
been interrogated to date. The literature that informs this study will be drawn 
from adolescent psychology, middle years of schooling reform, recent studies 
relating to pedagogic practices and includes literature also relating to the 
education of boys and teachers’ professional knowledge. Some possible attributes 
of pedagogic connectedness resulting from the literature base are proposed in 
Chapter 2.  
 
The origins and nature of the research design and methodological approach that 
are used in this study are described in Chapter 3. It contains detailed descriptions 
of the context for the study and the selection of participants. In addition, the 
meanings of key terms associated with the research method, phenomenography, 
are explained in Chapter 3, along with descriptions of the methods of data 
collection and analysis. Chapter 3 concludes by addressing issues relating to the 
validity and reliability of the study. 
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Chapter 4 reveals the categories of description that emerge from the data analysis 
and the structural and referential aspects of these categories are explicated. This 
chapter highlights the commonalities and differences between the categories of 
description through dimensions of variation. The outcome space of the study 
shows these commonalities and differences in a diagrammatic representation. 
 
Chapter 5 compares and contrasts some associated studies, relating to teaching 
and learning, and the review of the relevant literature, with the results of this 
study. It explores the similarities and differences between teachers' ways of 
experiencing pedagogic connectedness. In particular, the dimensions of variation 
that constitute the categories of description are explicated.   
 
Chapter 6 discusses how the results of this study may be used to inform 
pedagogic practices in the college that provides the context for this study. A 
summary of the contributions this thesis makes to new knowledge in the field of 
education is included in the concluding chapter. Finally, implications for further 
research into the nature of pedagogic teacher-student interactions are provided in 
the final chapter of the thesis.  
 
1.10 Summary 
This chapter has introduced and defined pedagogic connectedness, the phenomenon 
under investigation in this study. It has been argued that, while early adolescents 
have changed significantly over the last few decades, many schools have not. Thus, 
there are tensions that exist between traditional high schools and the needs of 
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contemporary early adolescents. Reform in these early adolescent or middle years of 
schooling has attempted to reengage alienated and disengaged students through 
changes to organisational structures, curriculum and pedagogic practices. Significant 
to this study, warm, healthy relationships between teachers and students have been 
identified as crucial to high quality learning in these years. Noteworthy also is that 
male students exhibit greater alienation and disengagement with schooling in these 
years yet link their achievements more closely to their relationships with teachers 
(Rowe, 2000, 2002).  However, until this study, the nature of engagements between 
teachers and male students in the middle years of schooling has not been 
investigated.  
 
This study will use a phenomenographic approach to interrogate the nature of 
pedagogic connectedness. A detailed review of the literature that has provided the 
researcher with her understandings of pedagogic interactions in the middle years is 
provided in the next chapter. 
 
 
 
 
 
 
 
 
 
 
 
 
  
44 
  
45
CHAPTER 2 
 
Review of the Relevant Literature 
 
2.1 Introduction 
This thesis introduces pedagogic connectedness and focuses on interrogating the 
nature of this phenomenon in the context of the middle years of schooling of boys 
in a Catholic college in a city in South East Queensland, Australia. Pedagogic 
connectedness is defined as the engagements between teacher and student that 
impact on student learning (Beutel, 2003). The interrogation of pedagogic 
connectedness in this study focuses on teachers' perceptions of the interactions 
between teachers and students that lead to enhanced engagement with the 
curriculum.  
 
This chapter explores literature relating to adolescent psychology, the middle 
years of school reform movement, teachers’ professional knowledge and the 
Queensland School Reform Longitudinal Study (Lingard et al., 2001). These 
areas have contributed to the researcher's understandings of teacher-student 
interactions and pedagogic practices that have led to this study.  
 
2.2 Pedagogic Connectedness Explained  
The notion of connectedness permeates many schooling programs designed for 
early adolescent students. The term ”connectedness” has been described in a 
number of different ways in the literature, but common to these definitions is the 
emphasis on attachments or relationships with other individuals and systems 
(Townsend & McWhirter, 2005). Connectedness is a multidimensional construct 
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(Townsend & McWhirter) that occurs “when a person is actively involved with 
another person, object, group, or environment, and that involvement promotes a 
sense of comfort, well-being, and anxiety reduction” (Hagerty et al., 1993, p. 
293). In this sense, connectedness refers to a sense of close belonging in 
relationships with others (Lee & Robbins, 2000; McWhirter et al., 2004) and the 
feeling of being cared for by people (McNeely, 2002).  
 
Connectedness is used also as a dimension of Productive Pedagogies, a multi-
dimensional model of pedagogies that resulted from the Queensland School 
Reform Longitudinal Study (Lingard et al., 2001; Lingard et al., 2001). In 
Productive Pedagogies, connectedness is used to describe attempts to make 
school experiences more meaningful to students. This may be achieved by using 
knowledge integration, that is, by connecting two or more sets of subject areas of 
knowledge and, by making connections between the students’ own backgrounds 
and the wider social context within which they live (Lingard et al., 2001; Lingard 
et al., 2001). Connectedness as used in Productive Pedagogies is more closely 
aligned with one particular type of connectedness, “social connectedness” 
described by Lee and Robbins (2000) as “an enduring and ubiquitous experience 
of the self in relation with the world, as compared with social support, adult 
attachment, and peer affiliations, which represent more discrete current 
relationships” (p. 484). Social connectedness includes a sense of closeness to 
others that is critical to one’s sense of belonging based on the collective 
experiences of previous interpersonal relationships and it provides an awareness 
of a person’s sense of place in society (Lee & Robbins, 2000).   
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There are similarities between connectedness, as per Productive Pedagogies, and 
the understanding of connectedness used as part of pedagogic connectedness in 
this study. The notions of belongingness, participation and shared existence are 
common to both understandings.  In the context of this study, connectedness 
relates specifically to the active involvement or engagements between teacher and 
student with belongingness, participation and shared existence referring to 
membership of the class or school community. In Productive Pedagogies, 
belongingness, participation and shared existence are more concerned with wider, 
global concerns, that is, to prepare students to be citizens of the world. 
Belongingness, participation and shared existence, in this context, refer to the 
students’ attachment to the world outside the classroom.  However, it is argued 
that to become active citizens of the world, the students need to think of 
themselves as citizens of their classroom first. The slogan used by 
environmentalists seems to be applicable here, and that is “think globally, act 
locally”. In other words, if students connect with their teachers and the other 
members of the class, particularly those of different ethnicity, gender and socio-
economic groups, then this may facilitate students’ connectedness to the world 
outside the classroom.  
 
The focus of this study is on pedagogic connectedness. By pedagogic 
connectedness, the researcher means the engagements between teacher and 
student that impact on student learning. The term engagement is used here in the 
same way as used by Osterman (2000), in that engagement is “distinct from 
participation and the antithesis of dropout . . . [and is a] multidimensional 
variable including behaviours, emotions, and psychological orientation” (p. 339). 
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Students demonstrate that they are engaged when they show interest in learning, 
enjoy being challenged and show persistence in trying to complete tasks 
(Osterman, 2000). Thus, when teachers and students demonstrate pedagogic 
connectedness, there is a sense of oneness between teacher and student in the 
active and joint construction of knowledge.  
 
The notion of pedagogic connectedness addresses the relational dimensions 
between teacher and student often neglected in definitions of pedagogy. 
“Teacher” and “student” are used in the singular rather than plural form because 
pedagogic connectedness recognises that this engagement is unique to each 
teacher’s interactions with each individual student. In other words, these 
engagements may vary for different teachers and for different students and also 
for particular teacher-student combinations. For these engagements to be 
understood, aspects of pedagogic connectedness need to be identified and 
explicated. Further to this, the possibility of connectedness being facilitated 
through pedagogic practices will be explored, within the one educational context 
within the middle years of schooling.  
 
2.3 The Significance of the Middle Years of Schooling 
The middle years of schooling focus on early adolescents, that is those 
adolescents from approximately 10 to 15 years of age (Barratt, 1998; Braggett, 
1997; Manning & Bucher, 2005; Simpson, 1999; Steinberg, 1996). These years 
are crucial to adolescent development in terms of the formation of their identities 
as young adults, their interpersonal relationships with peers and teachers and 
others and the growth of characteristics or attributes required for adaptive and 
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lifelong learning (Renshaw & Lingard, 2000). The recognition of the importance 
of these years is evidenced by The National Middle Schooling project completed 
in Australia in 1998, and funded by the Department of Education, Employment, 
Training and Youth Affairs (DEETYA). A copy of this report is obtainable from 
the Australian Curriculum Studies Association (ACSA), www.acsa.edu.au. The 
key objective of the National Middle Schooling project was the development of 
an agreed national approach regarding the middle years of schooling (Renshaw & 
Lingard, 2000). The view that emerged from this project was that the middle 
years of schooling were critically important to young adolescents in terms of their 
identity development and their interpersonal relationships (Renshaw & Lingard).  
 
During this critical period of development, early adolescents undergo two major 
transitions in their lives. The first transition is from primary to secondary school 
where these young adolescents “move from the security and sometimes over-
protectiveness of a single teacher to the anxiety and independence of the 
secondary system” (Earl, 1999, p. 5).  Table 2.1 (p. 48) shows some of the main 
differences between primary schools and traditional secondary schools. As can be 
seen from Table 2.1, in the transition from primary school to secondary school, 
students move from structural arrangements which facilitate care and cooperation 
to secondary school structures which emphasis independence and isolation. In 
most cases, year 7 students from one primary school will move to a number of 
different high schools. Thus, in addition to dealing with the unfamiliar 
surroundings of a new school, students also have to forge new friendships with a 
new group of people. Some early adolescents look forward to these changes and 
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cope well. However, many early adolescents find these changes distressing and 
anxiety producing. 
 
Table 2.1 Comparison of Primary and Secondary School Organization 
 
Characteristics Primary School  Secondary  School 
Organisation of 
teachers 
Interdisciplinary year 
 level teams  
Subject departments 
Timetable structure Flexible blocks of time  Rigid periods-
domination of the bell 
Instructional planning Cooperation-focus on 
group work 
Isolation-focus on 
individual work 
Student/teacher 
environment  
Caring- one main teacher Impersonal-different 
teachers for different 
subjects 
Student-student 
environment  
Class remains same 
throughout the day 
Class composition 
changes for different 
subjects 
Physical environment  Home classroom where 
most lessons occur 
Students move from 
room to room for 
different classes 
Curriculum 
organisation 
Integration across 
subjects 
Individual subjects 
 
 
Traditional secondary school structures currently in existence have been criticised 
for inhibiting teachers’ abilities to respond to the individual needs of adolescent 
  
51
learners (Williamson, 1998).  Conventional organisational arrangements of 
secondary schools usually consist of six to seven periods in the school day. These 
periods may vary in length from approximately thirty-five minutes to sixty 
minutes. Under these structures, students may receive instruction from up to eight 
different subject specialists within a school week.  Often, due to monetary 
restraints, class sizes also are large, with many classes containing up to, and 
sometimes in excess of, thirty students. In addition to this, teachers may teach six 
different classes and may see a particular class for as little as forty minutes a day, 
for four periods a week. Due to these time constraints and class sizes, 
relationships between students and teachers may be limited. As such, the 
organisational structures of traditional secondary schools can deny adolescents 
opportunities to form attachments with teachers in the same way as they could in 
primary school (Cotterell, 1998), as “frequent and affectively positive 
interactions” (Osterman, 2000, p. 347) are necessary conditions for the 
development of warm, positive, healthy teacher-student relationships. It is argued 
that these traditional secondary school structures can minimise student-teacher 
connectedness and student learning and can maximise disengagement (Fuller, 
2001; Wallace, 1998). It is significant that during this transition stage from 
primary school to secondary school, the gap in academic performance between 
the top and bottom-achieving students widens. This is especially so for boys and 
particularly for boys of low socio-economic status (Horne, 2000).  
 
The second major transition during early adolescence is from child to young 
adulthood. During this time, early adolescents experience development faster 
than at any other time in their lives except infancy (Carnegie Council on 
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Adolescent Development, 1996; Earl, 1999; Swaim, 2004). Adolescence is a 
pivotal period that greatly influences later development. Diversity between 
students is at its greatest during early adolescence as these young people mature 
physically, socially, emotionally, intellectually and morally at different rates and 
at different times (Lounsbury, 2004). Early adolescence has been identified also 
as the peak time, significant for some students, for behavioural problems, 
depression and the onset of substance abuse (Fuller, 1998; Fuller et al., 2002). At 
this time, significant numbers of early adolescent students experience 
underachievement, lack of enjoyment and increased disengagement and 
alienation from school (Australian Curriculum Studies Association, 1996; Zbar, 
1999). As early adolescence is considered to be a turning point in young people's 
life development (Roeser et al., 2001, p.112), these early adolescent or middle 
years may provide the final opportunity to reverse the processes underlying the 
alienation experienced by many of these students (Carnegie Council on 
Adolescent Development, 1996).  
 
In Australia, some schools have implemented special middle years programs to 
address the alienation and disengagement shown by some early adolescent 
students. These middle years programs, described in detail in Chapter 2.9, 
attempt to foster more effective processes of learning and teaching for early 
adolescents (Barratt, 1998) during this period of their educational careers. To 
date, middle years reform initiatives have acknowledged the physical, social, 
emotional, and intellectual changes that confront adolescents. However, today’s 
adolescents live in rapidly changing social, cultural, economic and political 
contexts (Carrington, 2004). These changed contexts have resulted in a suite of 
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new knowledges and skills required for successful participation in 21st century 
society and economies. Further, adolescents bring to the classroom new skills and 
abilities resulting from their immersion within new social, cultural and 
technological landscapes. Many adolescents engage with new media, embrace 
new technologies and popular culture and manipulate texts across a range of 
genres and modes (Carrington, 2004).Accordingly, there may be a mismatch 
between the skill sets and knowledges of adolescents and traditional classroom 
practices. Thus, middle years reform initiatives must focus on recognising and 
catering for the range of new and complex needs and abilities of contemporary 
adolescent students.  
 
Many recent Australian middle years reform initiatives have been driven by 
understandings derived from adolescent psychology. These programs 
acknowledge the interrelationships between adolescent development and mental 
health and, as such, will be discussed in the following section.   
 
2.4 Adolescent Development and Mental Health 
Adolescence is a period of immense physical, social, intellectual and emotional 
change (Howard & Johnson, 2001; Kuperminc et al., 2001; Queensland School 
Curriculum Council, 2000; Roeser et al., 2001).  During adolescence, young 
people are challenged to adjust to a new sense of self/selves and to new 
intellectual abilities and cognitive demands (Coleman & Hendry, 2000). Along 
with these changes, adolescents desire independence yet have a strong need for 
security (Braggett, 1997). During this time, adolescents develop control and take 
responsibility over their actions and behaviours (Potter, Schilsky, Stevenson, & 
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Drawdy, 2001), along with a new personal value system evolving and being 
tested. The manner in which these changes are navigated can predict long-term 
patterns of academic and social-emotional functioning (Roeser et al., 2001) and, 
as such, there are obvious implications for schooling.  
 
While most adolescents negotiate these changes with few problems, there are 
recent disturbing upward trends in tobacco and alcohol dependence and 
incidences of youth depression and other mental disorders which now account for 
more than half of total youth disease (World Health Organisation, 1999). It is 
even more disturbing to note that the ages for these health-damaging behaviours 
have fallen in recent years (G. C. Patton, 1997). Furthermore, the WHO  has 
predicted that by the year 2020 depression will be the illness that will be the 
second leading cause of disability in the world (World Health Organisation, 2003, 
p. 12). The following data relate to youth and suicide in Australia: 
¾ Australia has the highest rate of suicide in the industrialised world, with 
youth suicide a particular and growing problem (National Health and 
Medical Research Council, 1998, p. 1) 
¾ In 2000, suicide was the second most common cause of death in 17-19 
year olds (19.1% of all deaths in this age range) and the third most 
common cause of death in 13-16 year olds (10.9% of all deaths in this age 
range) (Australian Bureau of Statistics, 2002, p. 60) 
¾ 1 in 10 children may experience depression before the age of 14 years 
(and up to 24% of adolescents will have had a major depression by the 
age of 18) (National Health and Medical Research Council, 1998, p. 1). 
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¾ About one-third of adolescents who suffer from depression will attempt 
suicide the next two decades (National Health and Medical Research 
Council, 1998, p. 4) 
¾ 60-90% of young people who attempt suicide have a history of depressive 
illness (National Health and Medical Research Council, 1998, p. 1) 
 
Significantly, some early adolescents experience the first onset of mental health 
problems such as anxiety, depression, eating disorders, substance abuse and 
deliberate self-harm (National Mental Health Working Group, 1999). These 
problems lead to an increased risk of exhibiting further mental health problems in 
later life (National Health and Medical Research Council, 1998; National Mental 
Health Working Group, 1999; World Health Organisation, 2001). However, the 
incidence of depression and other problems, such as substance abuse and 
delinquency may be reduced by identifying associated risk factors in adolescence 
(National Health and Medical Research Council, 1998; National Mental Health 
Working Group, 1999) and by teaching young people competencies that may 
increase adolescents’ coping abilities. These risk factors for depression and 
health-damaging behaviours are  “contagious” in that if one of these factors is 
present, then other factors are more likely to develop (Fuller, 2001; Howard & 
Johnson, 2001). If early adolescents are provided with even one protective factor, 
they are more likely to acquire further attributes that can be utilised proactively.  
 
Schools play an important part in reducing the risk factors for depression by 
teaching young adolescents social-emotional competencies (National Health and 
Medical Research Council, 1998; National Mental Health Working Group, 1999) 
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and by encouraging school connectedness (McWhirter et al., 2004; Resnick, 
Bearman, Blum, & Bauman, 1997). Yet traditionally, schools have paid scant 
attention to the socio-emotional needs of the students, either as individuals or as a 
group (Osterman, 2000). Middle years programs are significant in that, through 
their emphasis on this period of early adolescence, they may provide the only 
chance that troubled adolescents have to acquire the socio-emotional 
competencies needed to facilitate positive mental health. The increased level of 
self-esteem that may result from these programs may lead also to increased 
academic achievement (Fuller, 2001; Murray & Greenberg, 2000; Wang, Haertel, 
& Walberg, 1997).  
 
2.5 Risk-taking Behaviour of Adolescent Males and the Role of Schools and 
Teachers   
As stated previously, in striving for independence adolescents often test their 
boundaries and engage in risk-taking behaviours. Some of these risk-taking 
behaviours are also health damaging and are associated with depression and anxiety. 
However, while girls generally are not encouraged to take risks, boys often receive 
conflicting messages about risk-taking behaviours. For example, boys are 
encouraged to climb trees, ride bikes, to jump off steps, etc. when they are young. 
Adults, often parents and teachers, encourage this risk-taking behaviour (Canada, 
2000). Adult males are valorised also for risk-taking behaviour, witnessed in industry 
and commerce, as well as in “outward bound” team-building activities and in 
extreme sports (Hickey & Fitzclarence, 2000). These contradictions may prepare 
boys for dangerous risk-taking when they become adolescents (Canada, 2000). While 
it is contended that appropriate risk-taking behaviours are needed for students to take 
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on challenging tasks, it is the health-damaging, risk-taking behaviours of adolescent 
males shown in the following data that are of concern.  
 
Young males are at far greater risk than similarly aged females when it comes to 
youth suicide, injury and death through “misadventure”, violent conflict and petty 
crime (Hickey & Fitzclarence, 2000, p. 72). Not only are young males most likely 
to be victims of violence, they are also most likely to perpetrate violence 
(Australian Bureau of Statistics, 2002, 2004; Kenway & Fitzclarence, 1997). The 
following statistical data relating to males reveal: 
¾ In 2002, the male standardised suicide death rate was higher than the 
female ratio by approximately four to one (Australian Bureau of Statistics, 
2003, p. 2) 
¾ In 2000, 60% of suicides in the age group from 13-16 were male and 72% 
of suicides among older teenagers (from17-19) were male (Australian 
Bureau of Statistics, 2002, p. 60). 
¾ In 2000, 83% of teenage offenders aged between 13 and 17 were male 
(Australian Bureau of Statistics, 2002, p. 62) 
¾ In 1999-2000, the hospitalisation rate due to accidents, poisonings, 
violence and self-harm for males aged from 13 to 19 was approximately 
double that of females (Australian Bureau of Statistics, 2002, p. 59) 
¾ In 1999-2000, the hospitalisation rates for injuries from assault for males 
was over three times that for females (Australian Bureau of Statistics, 
2002, p. 59) 
¾ Of the 804 teenage deaths in Australia in 2000, 69% were males, with the 
main cause of death being motor vehicle accidents (28.5% in the 13-16 
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age group and 38.7% in the 17-19 age group) (Australian Bureau of 
Statistics, 2002, p. 59). 
 
In Australia, boys constitute the majority of school suspensions and school 
counsellor referrals and are over-represented in classes for emotional and 
behavioural disturbances (Fletcher, 1997; Lingard et al., 2002).  Adolescent boys 
who have a combination of underachievement and behavioural problems at 
school are more likely to exhibit subsequent delinquent behaviour and alcohol 
and substance abuse (McWhirter et al., 2004). These adolescents are also four to 
five times more likely to suffer depression and commit suicide (Canada, 2000; 
Rowe, 2000; Rowe & Rowe, 2000). 
 
Concerns regarding the education of boys and possible links to male mental 
health have received international recognition. In Australia, the Federal 
Government’s “Inquiry into the Education of Boys” reported on the social, 
cultural and educational factors affecting boys’ education (Rowe & Rowe, 2000). 
Findings of this inquiry confirmed that boys are significantly more disengaged 
with schooling and are more likely to underachieve than girls. However, these 
studies fail to identify the factors that contribute to this disengagement. 
 
While boys experience greater alienation and disengagement from school in the 
transition from primary school to secondary school than girls (Fuller, 2001; 
Murdock, 1999; Rowe, 2000), it is girls who experience a greater decrease in 
self-esteem (Marshall & Arvay, 1999). This leads to the contention that factors, 
other than self-esteem, must be responsible for these differences in school 
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achievement and engagement. Because of the links between underachievement at 
school and adolescent mental health problems, it is important to identify any 
protective factors that may reduce these problems. These factors are discussed in 
the following section.  
 
2.6 Protective Factors against Health-damaging Behaviours 
2.6.1 Resilience  
 
Resilience has been identified as one of the most powerful protective factors 
against depression and health-damaging behaviours. It is defined as a person’s 
ability to cope with changes and challenges (Sheehan, Marshall, Cahill, Rowling, 
& Holdsworth, 2000) or, put simply, the ability to bounce back from adversity 
(Fuller, 1998; Fuller et al., 2002). Resilience is not a static, internal trait but is a 
multi-dimensional construct that is influenced by both internal and environmental 
factors (McWhirter et al., 2004; Oswald, Johnson, & Howard, 2003). These 
factors include connectedness, in particular social connectedness and family 
connectedness, and the individual characteristics and attributes of the person 
(McWhirter et al., 2004). Adolescents who are resilient have stronger connections 
to school, family and peers (Fuller et al., 2002). These connections may provide 
powerful preventative measures in reducing suicide, violence, substance abuse 
(Howard & Johnson, 2001; Osterman, 2000; Sheehan et al., 2000), bullying 
(Fuller et al., 2002) and a range of health-risk behaviours (McNeely, 
Nonnemaker, & Blum, 2002; Resnick et al., 1997). A lack of school 
connectedness is also a critical factor in the development of delinquency 
(Morrison, Robertson, & Harding, 1998). 
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A study conducted by La Trobe University in 1998 (Fuller et al., 2002, p. 88), 
using a multi-method research approach that utilised both quantitative and 
qualitative data collection methods, explored the factors that Australian 
adolescents perceive as being important to promoting resilience and well-being. 
The adolescent participants in this study identified three factors as critical in the 
promotion of resilience: family connectedness, peer connectedness and a sense of 
belonging at school.  School was seen by these adolescents as a second home 
where “you see more of your teachers than you see of your parents” (Fuller et al., 
2002, p. 91) and good teachers were seen as caring adults who dealt with 
adolescents in fair and just ways (Fuller et al., 2002). As caring relationships 
increase resilience (McWhirter et al., 2004), supportive and encouraging teachers 
may provide protective factors for students against health-damaging behaviours 
especially when the student experiences a lack of family connectedness (Canada, 
2000; McWhirter et al., 2004; Sheehan et al., 2000; Zilm, 2002) or a lack of 
connectedness in other social settings (McWhirter et al., 2004).  
 
Connectedness to school may be promoted by creating a safe, secure environment 
in which students feel listened to and valued (McNeely et al., 2002; Sheehan et 
al., 2000).  It is through a positive school environment that healthy development 
is encouraged and maladaptive behaviours are discouraged (McNeely et al., 
2002) . The advantage here is that high-risk students, those students who are 
viewed as more likely to engage in risk-taking behaviours, may gain even greater 
benefit from feeling connected with others in the classroom environment and 
from feeling that they are worthy of love and respect. While belongingness and 
connectedness have clear links to improved academic, social and personal 
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attitudes, increased student engagement and participation and higher academic 
achievement (Osterman, 2000), there are few clear guidelines for classroom 
practices that allow for their facilitation. 
 
 
 
2.6.2 Connectedness and Belongingness  
 
The concepts of connectedness and belongingness are used often in conjunction 
with each other and in some cases the terms appear to be interchangeable. 
Connectedness as used in this study was described in Chapter 2.2. Belongingness 
is defined by Osterman (2000) as “relatedness, sense of community, sense of 
school or classroom membership, support, and acceptance” (p. 343). This 
definition of belongingness focuses on membership of and acceptance into a 
group. In a schooling context, this group may include year level groups, a class, a 
sporting team, or a club based on mutual interests, or it may refer to a friendship 
group. McWhirter et al. (2004) suggest that belongingness, together with social 
and interpersonal skills that facilitate communication with others and 
“mattering”, that is knowing one matters to others (p. 86), constitute 
connectedness. This multidimensional construct of connectedness focuses more 
specifically on attachments to people with the attachments promoting feelings of 
comfort, well-being and anxiety reduction (Hagerty et al., 1993). This definition 
of connectedness acknowledges the significance of the relational nature of 
connectedness. As such, belongingness is subsumed under connectedness and is 
situated as an attribute of connectedness. This interpretation of connectedness, as 
defined by McWhirter et al. that is used in this current study.  
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Connectedness may have greater implications for boys as positive perceptions of 
school provide greater protective factors against health-damaging behaviours for 
boys than for girls (Kuperminc et al., 2001). This is significant as more boys than 
girls exhibit negative behaviours and attitudes towards schooling (Fletcher, 1997; 
Lingard et al., 2002; Rowe, 2000; Rowe & Rowe, 2000) and are more likely to be at 
risk of academic underachievement (Rowe, 2000). While schools may question 
practices that may contribute to these attitudes towards schooling, the boys 
themselves may provide valuable insights into why many of them are disconnected 
from school. The following section investigates views expressed by early adolescent 
boys in recent Australian studies. 
 
2.7 Views of School Held by Some Adolescent Boys 
In a South Australian study conducted by Trent and Slade (2001) and funded by 
DEETYA, the perceptions of school held by 1800 adolescent males were 
analysed. The participants in this study were from the schooling years of year 9 
through to year 11 and thus were early adolescent to middle adolescent students. 
The participants were drawn from rural and urban, State, Catholic and 
Independent schools. However, while the sample was from a diverse range of 
educational sites, the views expressed by the students were "clear and largely 
uniform across the schools, year levels and levels of achievement" (Trent & 
Slade, 2001, p. ix). The key views to emerge from the study were that boys 
viewed schoolwork as “boring, repetitive and irrelevant” (Trent & Slade, 2001) 
and that boys do not value school generally. The negative views of school in the 
study may appear contradictory, considering that boys “think it’s good to be 
clever” (Trent & Slade, 2001, p. 17) and place greater value on reading and 
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school as part of their overall general self-worth (Hay, Ashman, & Van 
Kraayenoord, 1998). While the findings of the report by Trent and Slade were 
instructive in identifying negative views of schooling held by some boys, the 
study failed to determine the conditions that facilitate positive feelings.  
 
2.7.1 Boys’ Views of Teachers and Teaching 
 
The boys who participated in the study by Trent and Slade (2001) saw their 
achievement problems as directly linked to the relationships with their teachers. 
The study identified more than 60 defining features of what the boys viewed as a 
“good teacher”. Most features emphasised the “ability and willingness [of 
teachers] to establish relationships of mutual respect and friendship with their 
students” (Trent & Slade, 2001, p. 27). School achievement was viewed by the 
boys in the study as being positively influenced by “better teachers”. While the 
boys defined what they viewed as the desired qualities of good teachers, the study 
provided little insight into identifying features of, or examples of, good teaching 
practices. However, it appears that the boys in the study view positive teacher-
student relationships as prerequisites of good teaching. 
 
Significant to this current study into pedagogic connectedness, Rowe and Rowe 
(2000) suggest that it is the day-to-day interactions with teachers and other 
students in the classroom that have the greatest impact on student achievement (p. 
15). This study will interrogate these relationships from the perspectives of 
teachers in the middle years of schooling. In particular, the nature of the 
pedagogic interactions between teachers and students will be unpacked and 
explored as part of the research into pedagogic connectedness.  
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As defined earlier, connectedness refers to attachments or interpersonal 
relationships between people resulting in enhanced feelings of support, comfort 
and wellbeing. The connectedness between adolescents and peers and with 
teachers, are explored in the following section. 
 
2.8 Adolescent Interpersonal Relationships  
Erikson (1950) described the central task of adolescence as the development of a 
coherent sense of identity. In developing an identity, or sense of self (Sprinthall 
& Collins, 1995), a person gains a sense of uniqueness that sets that person apart 
from others (Barrett, 1996).  Adolescents' interactions with others are central to 
the development of a balanced and coherent identity (Steinberg, 1996). When 
adolescents experience positive interpersonal relationships, they are more likely 
to be supportive of others and are more likely to accept the authority of others. 
These positive relationships leads to a stronger sense of self, to increased 
autonomy and increased self-regulation of their behaviour (Murray & Greenberg, 
2000; Osterman, 2000). This is significant as achieving autonomy is a key 
developmental issue of adolescence (Steinberg, 1996; Zimmer-Gembeck & 
Collins, 2003) and equal in importance to identity development (Steinberg, 
1996).  
 
In becoming autonomous, adolescents establish themselves as independent self-
governing individuals (Steinberg, 1996). As such, autonomy is characterised by 
emotional independence in relationships with others, being able to make 
independent decisions and the development of an independent belief system. Also 
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included in autonomy achievement is the self-regulation of behaviour that is 
learning how to govern one's own behaviour in a responsible manner. While it is 
argued that some adolescents spend considerable amounts of time either by 
themselves or with their peers, outside the direct supervision of adults, many 
adolescents are increasingly surveilled and organised. In these over-regulated 
environments, adolescents may have limited opportunities to act independently. 
The potential for students to participate in activities not directed by teachers or 
other adults may help to establish autonomy. Significant to this study, supportive 
interpersonal relationships facilitate autonomy and autonomy supports the 
development of the sense of belongingness (Osterman, 2000) and belongingness 
is an attribute of connectedness.  
 
Three groups of interpersonal relationships are identified as significant in the 
lives of adolescents. These are relationships between and among, parents and 
adolescents, peers and teachers and students. While the importance of the parent-
adolescent relationship is recognised, this relationship is not explored in this 
thesis.  As the context for this study is school and, as schools provide 
opportunities for some peer relationships and for teacher-student relationships to 
form, these relationships will be addressed in this section. 
 
2.8.1 Peer Relationships 
 
By high school, early adolescents spend twice as much time with peers as they do 
with their parents or other adults (Ryan, 2000; Steinberg, 1996).  Harris (cited in 
Hickey & Fitzclarence, 2000, p. 79) claims that parents matter much less than 
previously thought and peer groups matter much more. Therefore, peer 
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relationships are powerful relationships in the lives of early adolescents and, as 
such, their influence needs to be considered in the promotion of health and 
wellbeing of young people.  
 
During early adolescence, peer relationships are so powerful that young 
adolescents link their sense of identity to that of their closest friends (Barrett, 
1996). The early adolescent’s need for belonging is so great at this stage of their 
development that the early adolescent may act against his/her better judgment in 
order to avoid the anxiety associated with not conforming with the group (Barrett, 
1996). This is significant to this study as peer group influences appear to have a 
strong impact on students in terms of their behaviour at school and their attitudes 
to schooling (Fuller et al., 2002; Martino, 1999; Steinberg, 1996). Importantly, 
negative peer group influences are often minimal when students enjoy supportive 
relationships with parents or teachers (Wentzel, 2003).  
 
2.8.2 The Significance of Teacher-Student Relationships                              
While early adolescents may come into contact with a large number of adults 
who are not related to them, teachers are the unrelated adults with whom early 
adolescents have the most prolonged contact (Darling, Hamilton, & Shaver, 
2003). Many early adolescents form significant relationships with at least one 
unrelated adult and many of the unrelated adults they name as significant are 
teachers (Darling et al., 2003). Due to their daily contact with children, teachers 
are well placed to act as “influential figures and ‘significant others’ in children’s 
lives and to especially help those children who find life’s circumstances to be 
stressful and a threat to their well-being” (Oswald et al., 2003, p. 62). Significant 
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to this study, teachers play an important role in the lives of early adolescents 
(Schiff & Tatar, 2003). As such, teacher-student relationships are important. As 
Rowe (2000) states, “teachers make a difference [to student learning]- regardless 
of student gender, intake or other background characteristics” (p. 13) . Individual 
teachers contribute more significantly to changes in student performance than 
other factors, such as school influences (Lingard, Mills, & Hayes, 2000; Rowe, 
2000, 2002; Rowe & Rowe, 2000). Findings from the Victorian Quality Schools 
Project (cited in Rowe, 2000, pp 13-14) confirm that teachers are the adults who 
have the greatest influence on student school achievement (Osterman, 2000), 
irrespective of student gender or background characteristics .   
 
A good teacher, as viewed by many students, is one who establishes meaningful 
relationships with students (Pomeroy, 1999; Slade, 2002; Trent & Slade, 2001). 
Students value the manner in which some teachers “make an effort to teach in an 
interesting and effective way” (Pomeroy, 1999, p. 479) and who respond to the 
needs of the individual students. Furthermore, students perceive certain teacher 
qualities as significant in fostering positive teacher-student relationships. These 
qualities include being able to relate to students, taking time to talk with and 
listen to students and having a friendly approach and a sense of humour 
(Pomeroy, 1999; Slade, 2002; Trent & Slade, 2001). As noted above, while it is 
important to identify teacher qualities that may influence student engagement, it 
may be of greater importance to identify how these qualities translate into teacher 
practice in the classroom and the mediation of learning through these practices. 
While previous studies have identified qualities of effective teachers and sound 
pedagogic practices, the ways in which these qualities and practices support 
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student engagement appear to have been disregarded. This thesis, through the 
focus on pedagogic connectedness, will interrogate the nature of these classroom 
interactions between teacher and student within learning contexts that are 
considered to reflect sustained student engagement.  
 
Osterman (2000) identifies three aspects of classroom practice that impact on 
students’ sense of belonging or belongingness: teacher support, authority 
relationships between teachers and students, and methods of instruction (p. 348). 
These features of classroom practice are explored in this section as each involves 
classroom engagements between teachers and students, and as such, may impact 
on pedagogic connectedness.  
 
2.8.2.1 Teacher Support 
Teacher support involves characteristics such as “caring, friendliness, 
understanding, dedication and dependability” (Ryan & Patrick, 2001, p. 440). 
Perceived teacher support is a significant predictor of early adolescents’ 
perceived competence, student motivation, academic achievement (Wong, Wiest, 
& Cusick, 2002) and increased levels of interest and enjoyment of school work 
(Ryan & Patrick, 2001). Students who perceived their teachers as caring tended to 
pursue appropriate social and academic classroom goals more often than students 
who did not (Wentzel, 2002, 2003). Supportive teacher-student relationships 
assist in providing students with a sense of security (Murray, 2002). It is this 
sense of security that promotes social, emotional and academic competence. In 
addition, by providing support through caring relationships, teachers play a 
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crucial role in increasing resiliency (McWhirter et al., 2004; Resnick et al., 1997) 
thus providing protective factors against the onset of mental health problems.  
 
While experimentation is a normal part of adolescent development (Eccles, Lord, 
& Buchanan, 1996), some aspects such as tobacco, alcohol and drug use, may be 
quite risky and may lead to long-term health problems. However, when young 
people receive caring support from adults and are accepted by peers, they learn to 
self-regulate behaviour and avoid damaging risky behaviours (Valois, 2003). 
Early adolescents need caring adults, which may include teachers, to provide 
opportunities for some appropriate forms of experimentation or risk-taking that 
do not result in adverse consequences. If teachers provide classroom settings that 
promote mutual respect and encourage academic risk-taking, a greater sense of 
belonging and connectedness with schooling may ensue.  
 
2.8.2.2 Authority Relationships Between Teachers and Students 
Schiff and Tatar (2003) suggest that in classrooms, teachers can either opt for a 
“keeping order” approach (p. 275) that emphasises the enforcement of rules and 
deals almost exclusively with discipline, or alternatively, teachers may use an 
approach in which “teachers can balance study requirements with the satisfaction 
of their students’ emotional and developmental needs” (p. 275). While the former 
approach may be considered as a basic precondition for teaching and learning, 
Schiff and Tatar suggest a combined approach that maintains discipline while 
being supportive and caring. In general, student achievement is higher and 
juvenile delinquency is lower in schools where teachers are supportive but firm 
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and maintain high expectations for behaviour and academic work (Steinberg, 
1996).  
 
Connectedness to school and self-discipline may increase in a democratic 
classroom environment where students are given responsibilities for setting 
classroom rules and managing the classroom (Valois, 2003). When teachers 
demonstrate empathy towards students, are consistent in their dealings with 
students, encourage student self-management and allow students to make 
decisions, classroom climate improves (McNeely et al., 2002). Furthermore, 
students may become more engaged in learning and may exhibit more pro-social 
and responsible behaviour when they perceive the classroom environment as one 
in which “teachers enforce rules consistently, communicate expectations for self-
reliance and self-control, solicit children’s opinions and feelings, and provide 
positive expressions of warmth and approval” (Wentzel, 2003, p. 323).  
 
2.8.2.3 Methods of Instruction 
Osterman (2000) suggests that two instructional strategies relate directly to 
students’ sense of belongingness: cooperative learning and dialogue (p. 349). 
This is significant to this study as belongingness is an attribute of connectedness. 
In cooperative learning situations, students work on group tasks and are 
encouraged to help and support one another rather than compete against one 
another (McWhirter et al., 2004). The use of cooperative learning strategies in the 
classroom increases academic performance (McWhirter et al.), enhances student 
motivation and  increases the frequency and changes the nature of students’ 
interactions with peers (Osterman, 2000). The quality of these interactions may 
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lead to peer acceptance and the belief that one is cared about (Osterman, 2000) or 
matters to others (McWhirter et al., 2004). Further, cooperative learning increases 
students’ self-efficacy as students begin to understand that they are able to 
acquire the knowledge they need rather than being dependant upon the teacher. 
However, if students do not possess the cognitive or interpersonal skills required 
to engage actively in cooperative learning, then this approach may be counter-
productive (Kuhn, Black, Keselman, & Kaplan, 2000). Students may experience 
feelings of frustration and disillusionment and this may result in the lowering 
rather than the raising of their self-esteem. Accordingly, teachers need to provide 
opportunities for students to develop these skills so that students do not become 
disillusioned and disconnected.  
 
While dialogue is an integral part of cooperative learning, it may be used as a 
learning strategy outside of small group activity (Osterman, 2000). However, 
apart from cooperative learning situations, students are rarely provided with 
opportunities to participate in discussions as part of their classroom experiences. 
When students are provided with opportunities for discussion in a supportive 
classroom environment, students may develop feelings of trust, mutual respect 
and an acceptance and appreciation of others' points of view. As a result, students' 
sense of belongingness and hence connectedness may be enhanced.    
 
The physical structure of many traditional classrooms inhibits interactions 
between students instead of encouraging peer interactions. Classrooms that have 
desks lined up in rows and classroom rules that limit movement and talking 
prevent students from interacting with peers, except on a superficial basis 
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(Osterman, 2000). Often, in these classrooms, direct instruction or whole group 
instruction (McWhirter et al., 2004; Rowan et al., 1997) is the principal teaching 
practice. Direct instruction is teacher-centred with the teacher delivering the 
curriculum content usually from the front of the room to the whole class. This 
method of instruction maintains student isolation as students sit passively 
receiving information with few opportunities to communicate with each other. If 
schools are meant to be encouraging the development of skills that students need 
in their future lives, this method of instruction fails to deliver. The Fortune 500 
Companies, the top 500 companies in the United States of America based on 
revenue, seek 3 traits in their employees. These are: the ability to work as part of 
a team, the ability to solve problems, and the possession of good interpersonal 
skills (Lounsbury, 2004). None of these traits is developed in rigid classrooms 
with narrow methods of instruction. However, it is not suggested that teachers 
remove direct instruction from their repertoire of practices completely as it is a 
useful method for “teaching curricular content that is well structured, highly 
sequenced, and focused on tasks that demand rote memorisation and/or the 
repeated application of low-level cognitive routines” (Rowan et al., 1997, p. 259). 
Instead, teachers may need to employ a variety of practices in the classroom to 
challenge students intellectually and to cater for the diverse needs and learning 
styles of early adolescent students.  
 
While previous studies have recognised the importance of positive teacher-
student relationships, the pedagogical and relational ways in which these 
relationships support student engagement appear to have been disregarded. This 
thesis will interrogate the nature of pedagogic connectedness between teachers 
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and students in the middle years of schooling within learning contexts that are 
considered to reflect sustained student engagement. As the context of this study is 
the early adolescent or middle years of schooling, the following section examines 
some middle years programs.   
 
2.9 Middle Years Programs  
In Queensland, the middle years of schooling are considered to be from year 4 
through to year 9 (Education Queensland, 2003). Some schools have a designated 
”middle school”, an organisational structure “separate from primary and 
secondary school, that provides education for students in the middle years”  
(Chadbourne, 2001, p. 2). The year levels present in different middle schools vary 
across Queensland. Some middle schools contain one year level only whereas 
other schools may cover various combinations of year levels between years 4 and 
9. The proposed middle school that provides the site for this study will consist of 
three year levels, years 7, 8, and 9. Some schools do not have separate middle 
schools, but have middle years programs that cater for early adolescents. In this 
study, the terms “middle school”, ”middle schooling”, and ”middle years 
programs” are used to refer to formal education that is “responsive and 
appropriate to the developmental needs of young adolescents” (Chadbourne, 
2001, p. 2). While the term “middle years” refers to early adolescence, students 
between the ages of ten and fifteen years (as defined in chapter 1.3.1). Programs 
in the middle years adopt a number of distinguishing features and practices. 
These programs are explored in the following section.  
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2.9.1 Middle Schooling Practices and Structures 
 
As stated in Chapter 2.4, early adolescence is characterised by a series of 
dramatic physical, social, intellectual and emotional changes. These changes 
occur at different times and at different rates for different early adolescents 
(Queensland School Curriculum Council, 2000). As such, there is an enormous 
amount of diversity between early adolescent students. The diversity amongst 
middle years students is highlighted in the following statement by Tomlinson, 
Moon and Callahan (1998) “Middle schoolers range from childlike to adult-like, 
from socially awkward to socially adept, from emotionally insecure to brimming 
with confidence, and from concrete to abstract in thinking –sometimes seemingly 
all in the same student on the same day” (p. 3). Therefore, to cater for early 
adolescents, learning experiences in the middle years need to respond to a diverse 
range of student needs, interests, abilities and learning styles (Queensland School 
Curriculum Council, 2000) and to the demands of technological, economic, social 
and cultural changes in the world outside the classroom (Education Queensland, 
2003).  
 
As adolescents are so diverse, there is no single best way to teach all young 
adolescent students (Broadhagen, 2001). As such, teachers must use a variety of 
teaching and learning strategies in middle years classrooms. The use of these 
strategies should challenge and extend students within a supportive environment 
(Barratt, 1998; Education Queensland, 2003). When teachers provide students 
with challenging tasks, support them in their successes and encourage students to 
act autonomously, students’ motivation to learn increases (Murdock, 1999). 
Challenging tasks engage early adolescents, emphasize important ideas and skills, 
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provide relevant experiences, and emphasize developmental responsiveness 
(Manning & Bucher, 2005). However, teachers need to engage, pedagogically 
and relationally, with students to discover the backgrounds and experiences that 
middle years students bring to the classroom to enable teachers to respond to 
student diversity and to provide challenging learning experiences. In other words, 
teachers need to establish a level of pedagogic connectedness with their students 
to cater for the unique needs of each individual student.  
 
The organisational structures of middle schools are different from most traditional 
primary schools and secondary schools as shown in Table 2.1 (p. 48). Traditionally, 
in the transition from primary school to secondary school, students move from being 
with one teacher for the majority of the day, to a series of different teachers for 
different subjects in different places. Sometimes, students may only see a particular 
teacher for forty minutes a day, four days a week. Warm, positive student-teacher 
relationships are crucial to schooling in the middle years (Keddie & Churchill, 2005) 
and promote resilience and connectedness as well as facilitating autonomy. However, 
under these time constraints, these relationships may have little chance to develop.  
 
The infrastructure of middle schools is organised in a similar way to primary 
schools. As such, one principal teacher teaches a group of students for an 
extended period of time throughout the school day (Braggett, 1997). This 
structure encourages the development of warm, positive teacher-student 
relationships as described earlier. The principal teacher usually delivers the core 
curriculum, the curriculum common to all students at a particular year level. The 
structure and the content of this core curriculum may vary from school to school 
  
76 
but usually includes English, mathematics, science, physical education and social 
education. In addition, the principal teacher may be responsible also for the 
pastoral care of these students.  
 
In traditional secondary school structures, the length of classes or “periods” is 
normally between 35 and 50 minutes. The ringing of a bell usually signifies the 
end of each period. At this time, students usually move to a different classroom 
and to a different teacher. These short lessons inhibit extended discussions of 
topics and often limit the kinds of teaching strategies used in the classroom 
(Braggett, 1997). The timetable for middle years programs is often structured in a 
way that allows students to participate in activities for extended periods of time, 
rather than the traditional short secondary school periods. In addition to allowing 
greater flexibility in approaches to teaching and learning, extended periods 
provide time for deeper reflection of curriculum materials. 
 
2.9.2 Social and Emotional Learning in the Middle Years 
 
The developmental needs of early adolescents include "the exploration of 
individual and group identities and the development of productive and affirming 
relationships" (Barratt, 1998, p. 3). Social and emotional skills or competencies 
are required to navigate developmental changes successfully.  Competencies 
include being able to empathise with others, being able to interact with other 
people in an assertive, respectful and positive way and to develop habits of self-
efficacy and optimism (Fuller, 2001).  
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Social and emotional learning may be facilitated in middle years classroom by 
providing activities that foster students’ abilities to express and control their 
emotions and to engage in positive interactions with others (H. E. Taylor & 
Larson, 1999). Cooperative learning activities promote the development of social 
skills as well as academic skills (Manning & Bucher, 2005). A social and 
emotional curriculum may include a range of psychosocial competencies, such as 
conflict resolution, anger management, problem solving, and the recognition of 
emotions (Fuller, 1998). When social and emotional competences are developed, 
students may become more responsible and caring, and positive interpersonal 
relationships may be facilitated thereby leading to improved mental health 
(Payton et al., 2000). 
 
While the development of social competences can be correlated to increases in 
positive interpersonal relationships, the study proposed here will need to 
determine if these particular competences are central to teacher-student 
connectedness and student engagement. The interpersonal relationships between 
teachers and students that facilitate improved student outcomes may be different 
from the interpersonal relationships that students have with other people. 
Teachers may communicate caring and personal support to their students without 
students perceiving this as a close personal relationship (Wentzel, 2002). Wentzel 
uses the term “interpersonal context” (p.297) rather than interpersonal 
relationships to suggest that the contexts between teacher and student may be 
relatively impersonal yet still promote positive student outcomes. The 
interactions between teacher and student are important to this research because it 
is argued here that they underpin pedagogic connectedness.  
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2.10 Curriculum in the Middle Years: Implications for Pedagogic Practices 
Traditionally, a subject curriculum structure, organised around different subject 
disciplines, has been used, and is still used, as the organising curriculum 
framework in many secondary schools. While the departmentalised curriculum of 
traditional schooling has the advantage of being easy to structure, there is debate 
over what specific content from different disciplines should be valued and how 
the subject knowledge should be presented to students (Beane, 2002). Further, 
early adolescents do not view the world in strict disciplinary categories. Solutions 
to real life problems centre around the problem itself rather than specific 
disciplinary categories (Beane, 1993). While some content and skills found 
within individual subject disciplines may be important for early adolescents to 
encounter, teaching them as separate subject disciplines limits their relevance and 
diminishes their importance in the minds of young people (Beane, 2004).  
 
Reform in the middle years of schooling has initiated a move away from discrete 
subjects towards various forms of an integrated curriculum. Some theorists argue 
that young adolescents are “more likely to display higher-order thinking with a 
theme-based curriculum that integrates subject matter than with a curriculum in 
which many different subjects are taught in a fragmented and unconnected 
manner” (Scales, 1996, p. 25). These integrated approaches include parallel 
disciplines, interdisciplinary curriculum, transdisciplinary curriculum, and 
curriculum integration (Beane, 2002). In each successive approach, the traditional 
subject boundaries become less apparent. The parallel disciplines model most 
closely resembles the traditional separate subject model. Under parallel 
disciplines, the same topic is taught concurrently in different traditional subjects 
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or disciplines. For example, measurement may be taught in science and 
mathematics over the same period of time. An interdisciplinary approach uses 
traditional disciplines as a basis for new fields of inquiry. For example, history 
and geography form the basis for but do not alone constitute SOSE (study of 
society and environment). A transdisciplinary approach commences with a topic 
or theme. Following this, individual subject areas are explored for possible 
contributions to the theme. 
 
Beane (2002) uses the term “integrative curriculum” to denote a model of 
curriculum organisation  that revolves around significant problems and issues 
identified by teachers and students collaboratively. The issues or problems are 
studied across subject or discipline boundaries to the extent that subject 
boundaries are no longer distinguishable. The National Middle School 
Association (NMSA) (2001) in the United States of America calls for middle 
years curricula to be challenging, integrative and exploratory. The NMSA argues 
that an integrative curriculum encourages early adolescent students to see 
relationships and connections between the disciplines and allows them to explore 
issues and problems that are relevant or interesting to them. To implement an 
integrative curriculum, teachers need to engage with students on an individual 
basis to decide how a student might approach a particular problem or issue and to 
determine each student’s areas of interest. While the use of an integrative 
curriculum in the classroom may engage students with learning, some 
organisational structures within schools may need to change to ensure that 
teachers have adequate time to engage with each individual student.  
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One criticism of middle years curriculum is that academic issues have been 
disregarded in favour of supporting the developmental needs of adolescents 
(Lewis & Norton, 2000). In other words, intellectually challenging activities have 
been disregarded (Bandlow, 2001; Mizell, 1999) to the point where the term 
“muddle in the middle” has been used to describe the academic wasteland of the 
middle years of school.  As such, intellectual rigor and supporting the 
developmental needs of early adolescents are viewed by these educationalists as 
oppositional rather than congruent. While the findings of the Queensland School 
Reform Longitudinal Study agree that “intellectual quality” is a low priority in 
Queensland schools while support for students is high (Lingard et al., 2001; 
Lingard et al., 2000), a more positive view is expressed in addressing this 
perceived mismatch. Education Queensland (2003) has identified the provision of 
intellectually challenging learning experiences within socially supportive 
contexts as a focus for reform.  
 
While it is acknowledged that curriculum in the middle years needs to challenge 
students intellectually, changes to pedagogic practices are crucial to increasing 
the intellectual rigour of the curriculum. The use of cooperative learning, 
problem-solving and higher order thinking skills are pedagogic devices that may 
be used to challenge students intellectually. The challenge for teachers is to 
construct a curriculum that is responsive to the diverse needs of individual 
students and delivered through pedagogic practices that engage early adolescent 
learners. As stated in the opening section of this chapter, pedagogic 
connectedness addresses the manner in which the teacher and the student engage 
to effect learning. Part of this pedagogic connectedness includes how the teacher 
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and student negotiate a level of intellectual rigour that challenges the student 
sufficiently and that allows the student opportunity for success. In other words, 
how the individual teacher connects with a particular student, or group of 
students, using the optimum level of academic rigor to maximise student 
learning. The next section examines the knowledge base that teachers need to 
connect with students pedagogically and relationally. 
 
2.11 Knowledge Base of Teachers and Pedagogic Connectedness  
Pedagogic connectedness frames teacher-student relationships around the 
contextual, attitudinal, psychological and cultural interactions between teacher 
and student that impact on student learning and academic achievement. These 
interactions include the manner in which teachers and students interact with the 
curriculum. For any curriculum to be implemented effectively, teachers require a 
knowledge base of the subject matter, together with professional knowledge 
(Hegarty, 2000). Teachers' professional knowledge includes knowledge of 
different pedagogies, knowledge of learners (Hegarty, 2000; Mullens, Murnane, 
& Willett, 1996; Turner-Bisset, 1999) and pedagogical content knowledge 
(Schulman, 1987; Turner-Bisset, 1999). Schulman defines pedagogical content 
knowledge as “the blending of content and pedagogy into an understanding of 
how particular topics, problems, or issues are organized, represented, and adapted 
to the diverse interests and abilities of learners, and presented for instruction” (p. 
8). In utilising pedagogical content knowledge as part of their professional 
knowledge base, teachers adapt their content and pedagogical approaches to the 
needs and interests of their students. Thus, pedagogical content knowledge is 
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particularly crucial for teachers in the middle years of schooling, in responding to 
the diverse range of needs and interests of early adolescent students.  
 
Teachers need to become aware of the content of learning as it is and as it should 
be understood by the learner (Booth, 1997). Further, Booth argues that the 
teacher needs to attempt to reveal the variations in the ways in which students 
experience the content that is the subject of the learning experience. As the 
teacher reveals the students’ awareness of the content, the teacher reflects also on 
his/her own awareness of the situation and together they may analyse how to 
approach the object of learning in a productive way. For this to occur, it is argued 
that the teacher needs to engage pedagogically and relationally with the student 
and it is this engagement, from the teachers’ perspectives, that is central to this 
study. It is argued that teachers need to interact with students in the classroom to 
gain an understanding of their needs and interests and to choose pedagogic 
practices most suitable to the learning needs and learning styles of their students. 
As such, teachers' professional knowledge may underpin attributes of pedagogic 
connectedness. 
 
2.12 Authentic and Productive Pedagogies  
Productive Pedagogies is a theoretical framework that emerged from the 
Queensland School Reform Longitudinal Study (QSRLS) (Education 
Queensland, 2001). The QSRLS “was concerned with how student learning, both 
academic and social, could be enhanced” (Lingard et al., 2001). One key finding 
of the study asserted that levels of intellectual demand and social support have 
strong correlations with improved productive performance (Lingard et al., 2001) 
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and improved students’ academic and social outcomes (Lingard et al., 2001, 
p.15). While teachers in Queensland schools were shown to provide strong social 
support for students, it was found that there was “a more general need to shift 
teachers’ attitudes from a focus on ‘minimums’ to higher levels of expectation 
and demand, while maintaining nurturing and supportive classroom 
environments” (Lingard et al., 2001, p. 16). As described in Chapter 2.10, there 
needs to be an increased focus on intellectual quality and demand without 
compromising existing social support. As this study interrogates the pedagogic 
engagements between teacher and student that lead to improved student learning 
and performance, this model of Productive Pedagogies is examined further in the 
following sections. As the Productive Pedagogies model built on previous 
research conducted on “authentic pedagogy” by Newman et al. (1996), authentic 
pedagogy will be examined first. 
 
2.12.1 Authentic Pedagogy 
 
Authentic pedagogy (Newman et al., 1996) refers to teachers' classroom practices 
that facilitate high quality learning and enhance achievement for all students. 
Newman et al. identified three elements as being crucial in narrowing the equity 
gap in school performance between students of differing socio-economic 
backgrounds. These are: higher order thinking, disciplined inquiry (consisting of 
deep knowledge and substantive conversations) and value beyond school, that is 
connectedness to the world beyond the classroom. Table 2.2 (p. 84), compares the 
elements and sub-elements of the authentic pedagogy model and the Productive 
Pedagogies model. In this table, the elements from both models have been placed 
alongside each other for ease of comparison. As seen from Table 2.2 (p. 84), the 
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construction of knowledge and the disciplined inquiry elements of authentic 
pedagogy appear to align closely with the intellectual quality element of the 
Productive Pedagogies model and the value beyond school element of authentic 
pedagogy aligns with connectedness from the Productive Pedagogies model. 
Significant to this study, the disciplined inquiry element of authentic pedagogy 
acknowledges that the conversations between the teacher and students need to be 
at a deeper level than questions that require short, simple responses or those that 
are of the low-level recall type. However, the authentic pedagogy model does not 
examine the engagements between teacher and student that lead to substantive 
conversations, nor does it give clear directions for the way in which these 
conversations may be facilitated.   
 
2.12.2 Productive Pedagogies 
 
The Productive Pedagogies model (Lingard et al., 2001; Lingard et al., 2001) 
extends the authentic pedagogy model of Newman et al. to include supportive 
classroom environment and recognition of differences. Thus, the Productive 
Pedagogies model consists of 4 elements: intellectual quality, connectedness, 
supportive classroom environment and recognition of differences. The Productive 
Pedagogies model differs from authentic pedagogy as it recognises that 
intellectual outcomes “are also characterised by social factors that render some 
knowledge problematic” (Lingard et al., 2001, p. 4). By including these elements, 
it is argued that the Productive Pedagogies model acknowledges that the social 
and cultural backgrounds of students impact on students’ learning experiences. 
As such, the Productive Pedagogies model recognises the significance of the 
relational nature of teacher-student interactions in student learning that the model 
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of Newman et al. fails to address.  The authentic pedagogy model fails to 
recognise also that students require supportive environments to facilitate 
classroom learning and that the different backgrounds of students may influence 
their classroom experiences and hence, their learning. This is significant as 
middle years reform initiatives focus on being responsive to the diversity among 
early adolescent learners and this diversity includes the social and cultural 
backgrounds of early adolescent students.   
 
The Productive Pedagogies model acknowledges and caters for the individual 
diverse characteristics and qualities of early adolescent learners. This is 
significant to this study as pedagogic connectedness recognises these same 
attributes. Each element of Productive Pedagogies is addressed in the following 
section, particularly with respect to pedagogic connectedness.  
 
2.12.2.1 Intellectual Quality 
 
The first element of Productive Pedagogies highlights the importance of requiring 
students to perform work of high intellectual quality. The academic performances of 
students from all backgrounds may be enhanced when class work is intellectually 
demanding and rigorous (Lingard et al., 2000). The need for middle schools to 
engage and challenge students intellectually was highlighted earlier in this chapter.  
      
As described earlier in this chapter, early adolescence may be an opportune time to 
challenge students intellectually due to the significant cognitive changes that take 
place at this stage of development. Cognitive changes relate to "the acquisition, 
modification, and manipulation of knowledge" (Byrnes, 2003, p. 227). Adolescents 
also may take differing amounts of time to develop their thinking skills. Sometimes, 
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Table 2.2: A comparison of Authentic Pedagogy and Productive Pedagogies 
 
           Authentic Pedagogy           Productive Pedagogies 
Sub-elements Elements Elements Sub-elements 
 
• Higher-order 
thinking 
 
Construction of 
knowledge 
• Deep knowledge 
• Substantive 
conversation 
 
Disciplined inquiry 
 
 
 
 
Intellectual        
quality 
• Higher-order 
thinking 
• Deep knowledge 
• Deep understanding 
• Substantive 
conversations 
• Knowledge as 
problematic 
• Metalanguage 
 
• Connectedness to the 
world beyond the 
classroom 
 
Value beyond 
school 
 
Connectedness 
 
• Knowledge 
integration 
• Background 
knowledge 
• Connectedness to the 
world 
• Problem-based 
curriculum 
 
Supportive classroom 
environment 
• Student control 
• Social support 
• Engagement 
• Explicit criteria 
• Self-regulation 
 
 
Recognition of 
differences 
• Cultural knowledges 
• Inclusivity 
• Narrative 
• Group identity 
• Citizenship 
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early adolescents may think concretely and hence may learn most effectively by 
manipulating objects rather than dealing with abstractions and generalisations 
(Manning & Bucher, 2005). At other times, early adolescents may think more 
abstractly and may be able to conceptualise abstract relationships. The 
implication for teachers is that students need to be provided with a variety of 
learning experiences so that students’ cognitive developmental needs are fulfilled 
and a sense of competency is realised (Swafford & Bryan, 2000). 
 
While teachers may acknowledge that intellectually demanding work is crucial in the 
classroom, teachers may need guidance to change existing pedagogic practices to 
implement a more academically challenging curriculum. The “how to” needs to be 
made more explicit for teachers. To improve intellectual quality in the classroom, 
teachers may need to use teaching strategies such as cooperative learning and 
dialogue more frequently. These strategies are more effective in teaching students 
higher-order thinking skills (Rowan et al., 1997) than direct instruction, a teacher-
centred strategy that focuses on large group instruction. Thus, student-centred 
strategies may engage students more intellectually. However, some teachers may be 
reluctant to implement pedagogic practices such as cooperative learning and dialogue 
as these practices require considerably more student-student and student-teacher 
classroom interactions in the classroom than in the use of direct instruction. As such, 
some teachers may feel that they are relinquishing control of their classrooms to their 
students. Teachers need encouragement to reduce the use of classroom practices the 
inhibit interactions between teachers and students and teachers need to be supported 
in their attempts to make classroom experiences more intellectually rigorous for 
students.  
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2.12.2.2 Supportive Classroom Environment 
The second dimension of Productive Pedagogies is supportive classroom 
environment. It is argued that the establishment of positive teacher-student 
relationships is central to providing a supportive classroom environment. When 
students perceive their teacher as caring and supportive, students become more 
engaged in their work and less involved in off-task and disruptive behaviour 
(Ryan & Patrick, 2001). In a supportive, caring classroom environment, the 
teacher enforces classroom rules consistently, communicates expectations for 
self-reliance and self-control, seeks students' opinions and feelings, and expresses 
warmth and approval (Wentzel, 2003). These behaviours enhance the 
development of students' social competence.  
 
Students' confidence in their ability to learn increases when the classroom 
environment is perceived by students as one where "students' ideas and efforts are 
respected, with minimal threat of being embarrassed or teased" (Ryan & Patrick, 
2001, p. 455). As students may feel less anxious, this safe respectful environment 
may encourage academic risk-taking. Higher levels of student participation in 
learning experiences occur in classrooms in which students are recognised by 
their peers as well as their teachers for their contributions and achievements 
(Osterman, 2000). While increased participation does not equate always to 
improved academic outcomes (Wentzel, 2002), supportiveness in the classroom 
is a condition that has links to improved social and academic outcomes of 
students (Lingard et al., 2000).  
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While the importance of positive peer relationships has been highlighted, 
traditional classroom structures limit movement and discourage interaction with 
classmates. As stated earlier, under these structural arrangements some teachers 
use whole-group instruction or direct instruction as their main teaching strategy. 
Teachers may use this strategy to control students’ behaviours by insisting on 
attention (McWhirter et al., 2004) and absolute quiet rather than encouraging 
students to interact with each other and to self-regulate behaviour. Therefore, it is 
likely that in these classrooms, peer relationships occur only at a superficial level 
and students may feel isolated from rather than connected to their classmates. As 
such, some students may not experience a sense of belongingness to the class or 
to school. These feelings of disconnectedness may lead to students becoming 
disengaged from learning.  
 
While supportive classroom environments are important for all students, it be 
may be particularly helpful for disengaged boys because these environments may 
assist in reducing negative peer interactions in the classroom (Lingard et al., 
2002). It is argued that supportive classroom environments are characterised by 
positive teacher-student relationships and positive peer relationships. In these 
environments, with the support of the teacher and members of the class, students 
may be encouraged to take risks without fear of “put-downs” from the teacher or 
from other members of the class (Lingard et al., 2002). Thus, students including 
disengaged boys may experience greater connectedness to the teacher and to 
members of the class and thus may feel more supported in attempting more 
academically challenging work.  
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2.12.2.3 Recognition of Differences 
The third element of Productive Pedagogies is recognition of differences. The 
recognition and appreciation of the socio-cultural differences that each student 
brings to the classroom is a key factor in improving educational outcomes for all 
students (Lingard et al., 2001; Lingard et al., 2000). Socio-cultural differences 
may affect “students’ social experiences, daily struggles, and interests" (Murray, 
2002, p. 288). Thus, students from different backgrounds may approach 
classroom activities differently or may adopt differing opinions as they explore 
topics. Teachers come from diverse racial, cultural, and socio-economic status 
backgrounds also and their differences need to be recognised and appreciated in 
addition to those of students. These diverse backgrounds bring a “richness” to 
classroom experiences and may provide opportunities for critical discourses 
within classrooms and improved understandings between teachers and students. 
Through acknowledging these differences, teachers may connect with students 
and this may assist in building positive teacher-student relationships.  
 
2.12.2.4 Connectedness as Used in Productive Pedagogies 
 
The final element of Productive Pedagogies is connectedness. In Productive 
Pedagogies, connectedness addresses the links between the classroom and the 
world beyond, as well as providing opportunities for students to make 
connections between classroom topics and students’ own backgrounds (Education 
Queensland, 2002; Lingard et al., 2001; Lingard et al., 2001). Using this 
interpretation of connectedness, classroom lessons lack connectedness if they 
consist of activities that are considered important only for school success and 
have little or no value or relevance to other aspects of life (Lingard et al., 2001). 
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As described in Chapter 2.2, connectedness as used in Productive Pedagogies and 
social connectedness share many commonalities. Social connectedness is the 
result of the collective awareness of previous and present, distant and close, 
interpersonal relationships (Lee & Robbins, 2000). From this awareness, students 
develop a sense of how and where they fit into society.  With pedagogic 
connectedness, students gain a sense of how and where they fit into their class 
and their school.  
 
2.13 Possible Attributes of Pedagogic Connectedness 
From the review of literature contained in this chapter, it is proposed that 
pedagogic connectedness may contain attributes that link the pedagogic nature of 
classroom engagements between teacher and student to the relational nature of 
these engagements. As such, it is proposed that pedagogic connectedness may be 
constituted from the following attributes:  
 
¾ Belongingness or sense of school or classroom membership (Osterman, 
2000) 
¾ Caring, demonstrated by teacher support for students in their learning 
¾ Social and emotional skills that facilitate positive interpersonal 
relationships  
¾ Teachers' subject matter knowledge that may increase intellectual rigor in 
classroom engagements 
¾ Pedagogical content knowledge that is adapted to cater for the individual 
interests and abilities of students 
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¾ Teachers' repertoire of pedagogic practices that cater for individual 
learning styles of the students  
¾ Knowledge of learners through recognition of, and being sensitive to, the 
differences in ethnicity and socioeconomic backgrounds of students 
 
It is argued that the four dimensions of productive pedagogies: intellectual 
quality, connectedness to the world, supportive classroom environment, and 
recognition of differences are subsumed into the attributes of pedagogic 
connectedness as described above.  
 
2.14 Summary 
This chapter has introduced pedagogic connectedness and has reviewed the 
literature that has provided the researcher’s understandings of pedagogic teacher-
student interactions and pedagogic practices in the middle years of schooling. As 
described in Chapter 2.1, pedagogic connectedness addresses the engagements 
between teacher and student that impact on student learning.  
 
A review of literature relating to adolescent development and the middle years of 
schooling has revealed concerns regarding the alienation and disengagement from 
school demonstrated by many early adolescents. Particular concerns have been 
raised also regarding the depression and anxiety exhibited by many boys in these 
years of schooling. Advocates of middle years reform have constructed middle 
years programs that respond to the unique and diverse needs of early adolescent 
students to reengage early adolescents with schooling. These programs also 
provide opportunities for all early adolescent students, including those students 
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who are considered to be at-risk of being involved in health-damaging 
behaviours, to become resilient against participating in these unacceptable risk-
taking behaviours. Teachers have a significant role to play in assisting early 
adolescents to learn social and emotional skills that may lead to a sense of 
connectedness and to the acquisition of resilience. Early adolescents need to feel 
a sense of belonging and a sense that they matter to others in order to experience 
a sense of connectedness.  
 
Pedagogic practices that facilitate feelings of connectedness and engage students 
in the middle years of schooling have been identified. These practices include 
cooperative learning and the use of dialogue. Both practices are student-centred 
and recognise teachers and students as active partners in learning. The Productive 
Pedagogies model that emerged from the Queensland School Reform 
Longitudinal Study (Lingard et al., 2001) provides a framework of pedagogic 
practices that facilitate high quality learning in the middle years of schooling. 
This model acknowledges the need for middle years programs to respond to the 
unique and diverse experiences that early adolescents bring to the classroom. One 
element of Productive Pedagogies, connectedness, has been identified as 
particularly relevant to this study of pedagogic connectedness. In the Productive 
Pedagogies model, the element of connectedness acknowledges the need to 
provide opportunities for links between classroom experiences and the socio-
cultural diversity of students’ backgrounds and the world beyond the classroom. 
While the Productive Pedagogies model has led to the construction of different 
pedagogies for teachers in the middle years, there appears to be a lack of 
direction for their implementation. 
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Teacher-student connectedness is the key underlying assumption of pedagogic 
connectedness and it has been recognised as playing a significant role in 
improving student learning. As such, pedagogic attributes that may facilitate 
teacher-student connectedness need to be investigated and the interrelationship 
between these pedagogic practices and connectedness needs to be explored. This 
study explores how teachers engage with students so that opportunities for 
student learning are maximised. The pedagogic and relational nature of teacher-
student engagements in an educational context of one private boys' school will be 
explored in this study. The final research question draws together theoretical and 
practical understandings of pedagogic connectedness as well as empirical 
findings to ask: What does this newly acquired knowledge mean for pedagogic 
practice in the middle years of schooling reform movement? The proposed study 
will inform teacher practice in the middle years of schooling to determine how 
the nature of these mediated relations between teacher and student may improve 
student learning. 
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CHAPTER 3 
 
Methodology 
 
3.1 Introduction 
This qualitative study uses a phenomenographic perspective. The purpose of this 
chapter is to describe the qualitative research method, phenomenography and its 
application. In this study, a phenomenographic approach is used to interrogate the 
phenomenon, pedagogic connectedness. The main research question, “What is the 
nature of pedagogic connectedness?” seeks to reveal the structural and referential 
aspects of pedagogic connectedness as perceived by teachers of years 7, 8 and 9 
students in a Catholic boys’ college in south-east Queensland.  
 
Pedagogic connectedness, as defined in Chapter 1, is a multi-dimensional model 
that addresses the engagements between teachers and student that impact on 
student learning. The second research question, “What are the qualitatively 
different ways of experiencing pedagogic connectedness?” explicates key 
attributes and describes their relationship. For the purpose of this study, these 
attributes may include belongingness, teacher support and expectations, social 
emotional skills and teachers' professional knowledge. These attributes are à 
priori and may encompass approaches to teaching and learning, conceptions of 
teaching held by the teachers, and the nature of the classroom interactions 
between teachers and students.  
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The results of this study will provide a framework for change to pedagogic 
practices in the proposed middle school in the context of a Catholic boys’ college. 
In so doing, the final question of this study as outlined in the introduction to 
this chapter will be addressed: “What does this newly acquired knowledge mean 
for pedagogic practice in the middle years of schooling reform movement?” 
 
 
3.2 Context of the Study 
As qualitative research seeks to understand qualities or entities in a particular context 
(Smith, 1987), a description of the context of this study is necessary. A Catholic 
boys’ college in south-east Queensland, at which the researcher taught at the time of 
the study, provides the context for this research. This college is an Augustinian 
school that caters for male students from year 5 to year 12 (aged between 
approximately 10 years and 18 years). As the college is an Augustinian educational 
community, the teachings of Saint Augustine provide the foundation of the 
underlying philosophy of the school. According to St Augustine’s teachings, the 
teacher is seen as “a fellow student, a companion in the search [and the school is 
viewed as a] community where dialogue, interaction and sharing between the 
different members of the educational community make the educational process 
work” (Morahan, 2001, p. 32). Thus, an integral part of the Augustinian ethos and 
the school is the relationship between the teacher and the student. While the teacher-
student relationship is acknowledged as important to the education of boys, the 
philosophy of the school was not lived through the structure at the commencement of 
this research, particularly in the secondary section of the school. 
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At the commencement of this study, the organisational structure of the college was 
traditional, with year eight marking the transition from primary to secondary school. 
As such, the college consisted of two sub-schools. These sub-schools consisted of a 
primary school for students in years 5, 6 and 7 and a secondary school for students in 
year 8 through to year 12. While the primary school and the secondary school were 
both part of the same college, and were situated on the same site, the schools 
appeared to operate independently of each other. The staff from the primary school 
and the staff from the secondary school did not collaborate on matters of curriculum, 
pedagogy or student management. Formal contact between staff in both of the sub-
schools occurred only at joint staff meetings held at the beginning of new school 
terms or at an occasional staff meeting after school. These staff meetings were 
usually for administrative matters or organised professional development rather than 
for planning or for sharing of ideas or practices.  
 
In the secondary school, the curriculum was delivered through separate subject 
disciplines and the timetable was structured such that most teachers met with 
their classes for between two and four 45-minute periods per week depending on 
the curriculum area. Although new structural arrangements have occurred at the 
school since the commencement of the study, the pastoral care structure has not 
changed. One pastoral care teacher is responsible for the pastoral care of 
approximately 20 students. In the primary school, each class has their own 
pastoral teacher who is also responsible for teaching the core curriculum to that 
class. The core curriculum is described later in this chapter.  Pastoral groups in 
the secondary school are vertically structured. As such, these groups contain 
students from year 8 through to year 12. The pastoral teachers do not necessarily 
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teach any academic subjects to the students who are in their pastoral groups and 
the pastoral periods of 10 minutes in the morning and 5 minutes in the afternoon 
are little more than roll-marking, uniform-checking and administration sessions. 
Due to the large amount of time primary pastoral teachers spend with their 
students, opportunities are provided for warm, positive teacher-student 
relationships to form. However, under the organisational structures in the 
secondary school, there are limited opportunities for significant teacher-student 
relationships to develop between classroom teachers and students or pastoral 
teachers and their students.  
 
The co-curricular activities in primary school and in secondary school provide 
additional opportunities for positive teacher-student relationships to develop. 
These activities encompass sport, chess, academic activities, such as debating and 
Tournament of Minds, service groups such as St. Vincent de Paul, and religious 
groups such as the Augustinian Youth Ministry.  While teachers receive a small 
remuneration, they participate in these activities on a voluntary basis as managers 
or coaches. These activities generally occur during out-of-school hours, either 
before or after school during the week or on the weekend. The teacher-student 
interactions within these groups are based around the common needs and interests 
of the particular students in the groups.  
 
In the years prior to the commencement of this study, teachers and administrators 
at the school expressed concerns regarding the apparent decline in classroom 
engagement shown by many boys, particularly in the transition from primary 
school to secondary school. Prior to the implementation of the structural changes, 
  
99
this transition occurred between year 7 and year 8. As such, this transition was 
during their early adolescent years. As noted in the review of literature in the 
previous chapter, boys exhibit greater disengagement and alienation from 
schooling during these years (Rowe, 2000; Rowe & Rowe, 2000) than girls. 
However, it is argued that middle school reform initiatives provide significant 
opportunities to reduce this alienation and disengagement (Zbar, 1999). By 
focusing on the significance of the teacher-student relationship, together with 
curriculum and pedagogic reforms, middle years of schooling reform initiatives 
encourage early adolescents to re-engage with schooling.  
 
At the commencement of this study, a whole school renewal process was being 
planned for the school that provided the context for this study.  Administrators at 
the school instigated the whole school renewal process in an attempt to better 
engage students through the provision of educational experiences that were more 
responsive to the needs of the boys at the school. Part of the whole school 
renewal process included the establishment of a middle school sub-unit. At the 
commencement of 2005, and during the course of this study, the middle school 
sub-unit opened for students in years 7 and 8. This middle school will extend to 
include students in year 9 at the beginning of 2006. As such, the structural 
arrangements at the college will consist of: a junior school for students in years 5 
and 6, a middle school catering for students in years 7, 8 and 9 and a senior 
school for students in years 10, 11 and 12.  
 
This study focuses on teachers of boys in years 7, 8 and 9 at the college. As stated 
above, these years will constitute the new middle school when the change process 
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is completed, and it is from the current population of year 7, 8 and 9 teachers that 
the teaching staff for this new middle school sub-unit will be chosen.  As such, 
this study is significant as the findings may be used to guide pedagogic practices 
in the proposed middle school at the college.  
 
Using a phenomenographic approach (Marton, 1986), this study interrogates the 
nature of pedagogic connectedness from the perspective of the teachers of boys. 
The researcher explores the variations in which interactions between teachers and 
students are experienced. The origin and nature of the qualitative research 
methodology used in this study, phenomenography, are described in the next 
section.  
 
3.3 Origin and Nature of Phenomenography  
Phenomenography can be traced back to the 1960s where it emerged from 
educational research carried out in Sweden (Ashworth & Lucas, 1998, 2000). While 
the term first appeared in research texts in 1954 in an article about phenomenology 
and existential analysis by Sonneman (Hasselgren & Beach, 1997), the term 
“phenomenography” has been attributed to Marton and his colleagues in describing a 
specific qualitative research approach (Marton & Pang, 1999; Svensson, 1997).  
 
Phenomenography is defined as “an empirically based approach that aims to 
identify qualitatively different ways in which different people experience, 
conceptualise, perceive, and understand various kinds of phenomena” (Marton, 
1988, p. 53). As a research methodology, phenomenography takes a “second-
order approach” (Marton & Pang, 1999) also described as a “from-the-inside” 
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approach (Richardson, 1999), in that it focuses on experiences as described by the 
participants (Ashworth & Lucas, 1998). As such, the aim of this type of research 
is to view the world from the perspective of the research participants rather than 
from that of the researcher.  
 
Traditionally, phenomenography has been used to reveal the variation between 
the qualitatively different ways in which research participants experience the 
same phenomena (Marton & Pang, 1999). As such, phenomenography has been 
used to address questions such as “What are the different ways of experiencing a 
phenomenon?” (Marton & Pang, 1999, p. 2). In a phenomenographic study, the 
researcher senses the variation in the ways that a particular phenomenon appears 
to people. However, in order to characterise these variations, the researcher needs 
to understand what it means to experience a phenomenon. As such, the answers 
to questions such as “What is a way of experiencing a phenomenon?” and “What 
is the actual difference between two ways of experiencing the same 
phenomenon?” need to be made explicit.  In this study, questions such as "What 
is a way of experiencing pedagogic connectedness?" and "What is the difference 
between the ways of experiencing pedagogic connectedness?" will be explicated. 
In responding to these questions, the researcher ponders, "What does pedagogic 
connectedness look like and feel like to the research participants?" 
 
Marton (1997)  posits that in order to establish a way of experiencing a 
phenomenon, the structure of awareness of the “experiencer” must be established. 
This awareness is a “person’s total experience of the world at a given point in 
time” and the structure of awareness is “a relationship between the person and the 
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object of consciousness” (Booth, 1997, p. 141). Awareness consists of a 
structural aspect and a referential (or meaning) aspect (Linder & Marshall, 2003; 
Marton & Booth, 1997; Marton & Pang, 1999). The structural aspect may be 
explicated in terms of an internal and an external horizon. The external horizon 
refers to the way in which the constituent parts are "delimited from, and related 
to, its context" (Marton, Dall'Alba, & Beaty, 1993, p. 278), that is the way in 
which the phenomenon is discerned from its context (Linder & Marshall, 2003). 
While the internal horizon refers to the way in which the phenomenon’s 
constituent parts are related to each other (Linder & Marshall, 2003). As such, the 
structural aspect denotes the “relationship between the different aspects of the 
phenomenon which constitutes its overall meaning” (Marton & Pang, 1999, p. 4; 
Pang, 2003) whereas the referential aspect relates to the global meaning assigned 
to the phenomenon itself (Linder & Marshall, 2003). For a phenomenon to be 
experienced in a particular way, it must be discerned from its context while 
simultaneously understanding its relationship to the context (Pang, 2003).  In 
order for something to be discerned from its surroundings, a person must have 
identified that which is discerned and assigned a meaning to it (Pang, 2003), the 
referential aspect of the phenomenon. Thus, for a phenomenon to be experienced 
in a particular way, certain critical aspects of the phenomenon must be discerned 
and focused on simultaneously by the experiencer. These aspects may describe 
common themes or “dimensions” of variation that delimit the different ways of 
experiencing the phenomenon.  
 
In this study, the interviews aim to reveal the teachers' referential descriptions or 
“whatness” (Hales & Watkins, 2004) of pedagogic connectedness. As such, the 
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teachers of middle years students will reveal what pedagogic connectedness 
means to them. The structural aspects of pedagogic connectedness will emerge 
from further probing during the interviews to reveal the commonalities and 
differences within the descriptions. These commonalities and differences will 
reveal the dimensions of variation that delimit the different ways of experiencing 
pedagogic connectedness.  
 
3.3.1 Reporting Findings  
 
This sub-section describes several key terms and processes used to report the 
findings of studies that use phenomenographic approaches. There are two 
interrelated ways of describing such findings and these are, categories of 
description and outcome space. Categories of description represent the different 
ways in which a phenomenon under investigation is experienced (Marton & 
Booth, 1997). Thus, categories of description describe key aspects of the 
phenomenon under investigation as perceived by the research participants. In so 
doing, the categories of description attempt to capture the character of the 
conceptions or experiences of the research participants (Richardson, 1999).  In 
phenomenography, the term “conception” refers to “people’s ways of 
experiencing a specific aspect of reality” (Sandberg, 1997, p. 203). As such, 
conceptions refer to actual experiences, understandings, and conceptualisations 
that individuals have of various phenomena (Marton, 1981) whereas categories of 
description represent “an attempt to formalise the researcher’s understanding of 
the conceptions” (Marton et al., 1993, p. 283). 
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Once the categories of description have been constituted in studies that use  
phenomenographic approaches, further data analysis involves placing these 
categories of description into groups based on the “the expressed ways of 
experiencing the phenomenon” (Marton, 1997, p. 100). Categories of description 
are logically related to each other and may be ordered to form a hierarchical 
structure in relation to given criteria (Prosser & Trigwell, 1999). In this study, 
dimensions of variation will indicate common themes of variation throughout the 
categories of description. These dimensions mark "aspects of similarity and 
difference between the categories" (Akerlind, 2002, p. 4).  Each successive 
category differs from the previous category of description in terms of the 
differences in complexity of the dimensions of the phenomenon (Tan, 2002).  The 
combination of these categories of description is called the outcome space of the 
phenomenon.  
 
The outcome space provides a “kind of analytic map of variations” (Dahlgren, 
1997, p. 30) and may be represented as a visual or diagrammatic representation of 
the categories of description and the relationships between them (Marton, 1988, 
p.188). This diagrammatic representation is useful for revealing the differences 
between the categories of description. The outcome space maps the vertical and 
horizontal relationships between the categories of description. The relationships 
between the categories of description assist the researcher in understanding the 
participants’ experience of the phenomenon, in this case pedagogic 
connectedness. These categories of description together with the outcome space 
form the results of phenomenographic-inspired research.  
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3.4 The Focus of this Study 
The current study into pedagogic connectedness employs the principles used in 
phenomenographic studies. This study seeks to interrogate the nature of 
pedagogic connectedness and to examine the ways in which teachers experience 
pedagogic connectedness displayed through the engagements between teachers 
and students. Pedagogic connectedness is a new phenomenon, and as such has not 
been the object of previous research. In this study, the focus is on describing and 
understanding the range of teacher-student pedagogic interactions rather than on 
describing and understanding individual teacher’s interactions with students. As 
the principles of phenomenography centre on describing the variations in the 
ways in which a phenomenon is experienced (Bruce, 2002), it is the research 
methodology that is most appropriate to a study of this kind. 
 
Prior to this study, educational settings have provided the context for many 
phenomenographic related studies. Some of these studies have investigated 
conceptions of teaching and approaches to teaching and learning (Boulton-Lewis, 
Smith, McCrindle, Burnett, & Campbell, 2001; Marton & Booth, 1997; Marton, 
Hounsell, & Entwistle, 1997; Trigwell & Prosser, 1997; Webb, 1997). The findings 
of these studies assert that qualitatively different approaches to teaching are linked to 
qualitatively different approaches to student learning and to the outcomes of that 
learning. Many of these earlier phenomenographic studies have focussed on higher 
education settings or secondary education. However, as middle years reform is a 
relatively recent area of research, particularly in Australia, there are few studies that 
have focused on teaching and learning in the middle years of schooling. Further, 
these studies have not focused on the significance of the teacher-student relationship, 
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which underpins the phenomenon of pedagogic connectedness and which is central 
to schooling in these middle years. These earlier studies of university teachers’ 
conceptions of teaching appear to support the existence of a hierarchy of conceptions 
of teaching ranging from a focus on a teacher-centred/content oriented approach to a 
focus on a student-centred/learning approach (Boulton-Lewis et al., 2001). This is 
instructive but fails to address what may be central to pedagogic connectedness and 
its associated interactions between the teacher and the student, particularly in early 
adolescent settings.  
 
The focus of this study is the pedagogical relationship between the student and the 
teacher, viewed from the perspective of the teacher. As such, the focus is not on the 
teacher or student but is on what the teacher experiences in the pedagogic 
interactions between teacher and student. The study identifies critical aspects of the 
ways of experiencing these mediated and relational pedagogic interactions. The 
referential aspects will focus on identifying and describing the distinguishing 
features of pedagogic connectedness. In so doing, the meaning attributed to 
pedagogic connectedness by the teacher-participants will emerge. From these 
referential aspects, the structural aspects will emerge. These structural aspects refer 
to a deeper level of meaning of a phenomenon (Hales & Watkins, 2004). In this 
study, the structural aspects will focus on the differences in meaning assigned to 
pedagogic connectedness within the same participants or across all participants.  
 
The methodology used in this study is an adaptation of a developmental 
phenomenographic approach as described by Bowden (2000, p. 3). The term 
developmental phenomenography is used to describe studies that seek to find out 
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how people experience some aspect of their world and then to enable them or 
others to change. In this study, the research findings are not the objective per se  
but will be used to provide a pedagogic framework for “teachers, to demonstrate 
ideas about teaching and learning”  and to foster closer and responsible 
relationships between teachers and students in the new middle school that 
provides the context for the study. The findings of this study may also be useful 
to inform teacher education programs for potential middle years teachers. 
 
The choice of interviewees is crucial in qualitative research design (Creswell, 
2002). Further, the uniqueness of the phenomenon under study and its relative 
novelty require a careful selection of the potential participants. The following 
section describes this selection process. 
 
3.5 The Research Participants 
Rubin and Rubin (1995) suggest that interviewees should satisfy three criteria. 
They should be knowledgeable about the phenomenon under investigation; they 
should be willing to speak about the topic under investigation; and the 
interviewees should express differing points of view. As this study maps the 
qualitatively different ways in which teachers of years 7, 8 and 9 at a Catholic 
boys' college experience pedagogic connectedness with their students, the 
researcher selected the interviewees from the population of teachers at the college 
who teach at these year levels. As such, it is contended that these teachers satisfy 
the first criterion of Rubin and Rubin mentioned above. 
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 The interviewees, while selected by the researcher to be participants in this 
study, gave consent and expressed willingness to speak about their pedagogic 
interactions with students, thus satisfying the second of Rubin and Rubin's (1995) 
criteria. A copy of the information sheet and consent form read and signed by 
each participant prior to the interviews is contained in Appendix C. The 
researcher preserved the anonymity of the interviewees by assigning the 
interviewee a letter of the alphabet each as a means of identifying them. In this 
way, the researcher encouraged the interviewees to express their personal views 
frankly and honestly without being recognised. Finally, the researcher used 
specific selection criteria, described in the following section, to encourage 
differing viewpoints to emerge during the interviews. Thus, the teacher-
participants who participated in this study fulfil the three criteria deemed crucial 
to selecting interviewees in a qualitative research design. 
 
The participants in this study were chosen using purposive (or purposeful) 
sampling (Creswell, 2002; Denzin & Lincoln, 1998; Glesne, 1999; M. Q. Patton, 
1990; Silverman, 2001). Such an approach ensures that “it serves the real purpose 
and objectives of the researcher of discovering, gaining insight and understanding 
into a particular phenomenon” (Burns, 2000, p. 465). Purposive sampling 
demands that the researcher think critically about the parameters of the 
population from which the sample is to be drawn and to choose the sample 
carefully on this basis (Silverman, 2001).  As stated earlier in this chapter, 
phenomenographic methodology seeks to reveal variations in the ways of 
experiencing a phenomenon (Bowden, 2000; Marton, 1986, 1997; Marton & 
Booth, 1997), in this case pedagogic connectedness. As such, the researcher 
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chose the interviewees to maximise as much as possible the range of perspectives 
of pedagogic connectedness. The following paragraphs describe the criteria that 
the researcher used to select the interviewees. 
 
3.5.1 Selection Criteria for the Teacher-Participants 
3.5.1.1 Sample Size 
 
The researcher chose 20 teachers to be the research participants for this study. 
This number allows variation to be revealed but limits the large volume of data 
that needs to be analysed (Trigwell, 2000). While Trigwell states that the 
optimum number of participants for a phenomenographic study is considered to 
be in the range of 10 to 20 interviewees, Sandberg (2000) argues that variation 
reaches saturation after 20 research participants. As such, the sample size for this 
study was 20 to allow the interviewees to reveal variations in the ways in which 
pedagogic interactions between teacher and student are experienced. 
 
Given the focus of this study is limited to middle years, the researcher selected 
the participants from the population of year 7, year 8 and year 9 teachers at the 
school that provides the site for the study. These year levels contain students in 
the early adolescent age range of ten to fifteen years and the proposed middle 
school at the college will be comprised of students in these year levels. The 
school will draw the teaching staff for the new middle school sub-unit from this 
population of year 7, 8, and 9 teachers. 
 
3.5.1.2 Contact time 
The amount of contact time that teachers have with their classes was a selection 
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criterion used to choose participants in this study. It is argued that the frequency 
and nature of classroom teacher-student interactions affect pedagogic 
connectedness. Middle years reform literature (Australian Curriculum Studies 
Association, 1996; Osterman, 2000) suggests using a significant teacher for an 
extended period of time to provide opportunities for positive, healthy teacher-
student relationships to develop. Accordingly, to reveal the maximum variation in 
the ways of experiencing pedagogic connectedness, teachers with widely varying 
amounts of teacher-student contact time have been included as participants in this 
study. 
 
Of the teacher-participants in the study, two of the primary teachers have the 
greatest amount of contact time with their classes. These teachers teach in a 
traditional primary school structure where one main teacher remains with a 
specific class for approximately two-thirds of each school day. The main teachers 
are responsible for delivering the core curriculum of English, Mathematics, 
SOSE, Science and Religious Education to their classes. For the remaining time, 
primary students receive instruction from specialist teachers in Music, Drama and 
Physical Education.  
 
To capture the full extent of connectedness, the researcher selected some teachers 
to be participants in the study due to the significantly small amount of contact 
time with their students. The primary resource teacher has a designated contact 
time of approximately eighty minutes per week with each year 7 class. The 
secondary resource teacher, also a participant in this study, has a total of eighty 
minutes contact time with each year 8 class to teach research skills, but has an 
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indeterminate amount of informal contact time with students who come to the 
secondary resource centre. Students may visit the resource centre with their class 
teachers during the school day or by themselves during lunchtimes or before 
school. The teacher-participants of year 8 and year 9 students have varying 
amounts of contact time with their students according to their curriculum areas. 
The year 9 Religious Education teachers who participated in the study see the 
same students for two 45-minute periods per week only while several of the other 
teacher-participants teach a class with the same students for eight 45-minute 
periods per week.  
 
 3.5.1.3 Curriculum Areas  
 
A further selection criterion for participants in the study was the curriculum area 
in which the teacher-participants teach as it is argued that different curriculum 
areas provide opportunities for widely varying kinds of pedagogic interactions 
with students. For example, the nature of the pedagogic interactions between 
teachers and students in a Religious Education class is different from those in a 
Physical Education class. The participants in this study include secondary 
teachers from the curriculum areas of Mathematics, Art, Drama, Science, 
Religious Education, Physical Education, Food Studies, Technology, Social 
Education and English. In addition, three primary teachers were included as 
participants.  Again, the use of this criterion in selecting the research participants 
was an attempt to maximise the variations in the ways in which this sample 
experiences pedagogic connectedness. 
  
  
112 
As stated earlier, the researcher used purposeful sampling of the teacher-
participants to increase the possibility of maximising variations in teachers’ 
experiences of pedagogic connectedness. However, Ashworth and Lucas (2000) 
caution that, while selecting interviewees who seem intuitively likely to have 
different experiences of the research phenomenon is worthwhile, the researcher 
needs to avoid presuppositions about the nature of conceptions held by particular 
types of prospective participants. The researcher addressed these presuppositions 
regarding prospective participants by using a number of different selection 
criteria described in this section. The following section examines the method of 
data collection used in this study into the nature of pedagogic connectedness.  
  
3.6 Data Collection 
The primary method of data collection in phenomenographic research is 
interviews (Bruce, 1994; Hasselgren & Beach, 1997; Marton, 1986; Trigwell, 
2000) and more specifically, semi-structured interviews (Bruce, 2002; Walsh, 
2000). In the context of this study, the researcher defines semi-structured 
interviews as interviews in which the researcher asks each interviewee the same 
set of key questions or prompts with other unprepared questions or prompts 
emerging during the course of the interviews (Marton, 1997). Appendix B 
contains a copy of the prepared interview questions and prompts used by the 
researcher in this study. The predetermined questions in these interviews were 
open-ended to allow the interviewees to reveal their ways of experiencing the 
phenomenon as completely as possible, rather than revealing the ways in which 
the researcher perceived the phenomenon (Marton, 1986).  
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 The semi-structured interview format allows the participants perceptions to be 
expressed more fully than through the use of standardised interviews or 
questionnaires (Flick, 1998; Rubin & Rubin, 1995; Silverman, 2001). The semi-
structured type of interview format focuses on a specific object and the meaning 
of that object as far as possible (Flick, 1998). Thus, the interviewer obtains deep, 
rich meanings of the research topic. As such, semi-structured interviews were 
most appropriate to a study of this kind as it allowed the research participants 
greater freedom (Ashworth & Lucas, 2000) to reflect critically on their 
experiences of pedagogic connectedness, the phenomenon under question. 
 
In this study, the focus is on pedagogic connectedness and the 
dimensions/attributes that constitute pedagogic connectedness. Through these 
interviews, the elements of the multi-dimensional model of pedagogic 
connectedness as experienced by teachers in the middle years of schooling may 
be constructed.  
 
3.6.1 Interview process 
 
The researcher conducted individual, face-to-face interviews in this study. Prior 
to the commencement of the interviews, the researcher used a preamble to 
introduce the participants to the topic, pedagogic connectedness. Ashworth and 
Lucas (2000) propose the use of “some kind of (superficially) shared topic 
verbalised in terms which they both recognise as meaningful” (p. 299). The 
preamble prior to the interviews in the current study commenced by general 
conversation with the interviewees regarding teaching, particularly relating to the 
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year levels that will constitute the proposed middle school at the college. From 
these initial conversations, the focus moved towards the interview questions.  
 
The interviews focused around responding to the key research question, “What is 
the nature of pedagogic connectedness?” and to the first research sub-question, 
“What are the qualitatively different ways of experiencing pedagogic 
connectedness?” The researcher defined the term “pedagogic connectedness” in 
general conversation in the preamble prior to the interviews. However, as 
teachers were relatively unfamiliar with the term, interview questions were posed 
as "How do you connect with your students in the classroom?" and "What 
specific teaching methods do you use to facilitate these connections in the 
classroom?" rather than using the term pedagogic connectedness directly. 
 
3.6.1.1 Minimizing Research Bias 
 
There were several challenges for the researcher in structuring the interview 
process. Firstly, as the researcher is a fellow colleague of the interviewees, the 
researcher had to minimise personal bias in framing the interview questions. This 
was achieved by the use of open-ended questions that allowed the interviewees to 
“take whatever direction and use whatever words they want in order to represent 
what they have to say” (M. Q. Patton, 1990, p. 297). The second challenge for the 
researcher as interviewer was to frame the interview questions such that they 
invited in-depth responses. The researcher accomplished this by the use of 
presupposition questions. These questions assume that the interviewees have 
something to say about the topic under investigation thus increasing the 
likelihood that they will have something to say. The presupposition question 
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“How do you connect with students in the classroom?” is preferable to the 
dichotomous question “Do you connect with students in the classroom?” In both 
cases, the interviewees have the option of responding, “I don’t connect with 
students in the classroom.” However, the dichotomous question does not 
encourage an elaborate response. Conversely, the use of the presupposition 
question format encourages the interviewees to commence describing their own 
experiences of the phenomenon under investigation. As such, presupposition 
questions encourage interviewees to provide the deep, rich, thoughtful responses 
that are required in phenomenographic interviews.  
 
As stated previously, the interviews in this study were individual, verbal and face-to-
face. The researcher interviewed each teacher-participant for approximately 45 
minutes. Further, the researcher audiotaped the interviews for later transcription. The 
interview time was within the optimum period for phenomenographic interviews 
prescribed by Trigwell (2000). He suggests that between 40 and 60 minutes is 
appropriate for phenomenographic interviews as it allows the interviewer to explore 
the topic under discussion “at greater and greater depths of thinking without leading” 
(p. 68)  and allows participants time to provide extended in-depth responses that are 
necessary for a study of this kind. 
  
Patton (1990) advises that questions or prompts about “non-controversial present 
behaviours, activities, and experiences” (p. 294) provide a good starting point for 
interviews, as these questions are relatively easy to answer and encourage the 
interviewees to respond descriptively. Under these conditions, interviewees are less 
likely to feel threatened and may feel more at ease than if the researcher asks 
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questions about their knowledge of a particular phenomenon. The first prompt of the 
interviews is used to clarify the teacher’s general approach to teaching. This prompt 
is non-threatening and is intended to put the interviewee at ease whilst allowing the 
researcher some insight into the interviewee’s perspective on teaching. The 
researcher frames the first prompt as: “Tell me about your approach to teaching.” 
In response to the interviewee’s answer, the researcher poses the first question of 
the interview: “How has your approach to teaching changed over the years?” 
This question invites further reflection by focusing on perceived changes to 
teaching practices made by interviewees over their years of teaching.  
 
As the interviews progress, the researcher uses the following presupposition 
questions: “How do you get students engaged in their academic work and other 
activities in the classroom?” A further question is: “How do you connect with 
students in the classroom?” These questions focus the interviewees more 
specifically on teacher-student interactions in the classroom and particularly on 
the pedagogic connectedness between teacher and student. Further questions 
continue to direct the participants towards their own specific behaviours in the 
classroom that impact on positive and/or negative pedagogical teacher-student 
relationships. These questions include: “What specific teaching methods do you 
use to facilitate these connections with students?” and “How do students show 
they are engaged in their learning?”  
 
The second segment of the interviews focuses on links between teacher-student 
connectedness and classroom learning and the researcher prompts the 
interviewees to reflect on their practices with the question: “How do your 
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connections with students influence classroom learning?” Again, the researcher 
uses an open-ended question to invite reflection rather than using the 
dichotomous question “Do your connections with students influence classroom 
learning?” which may elicit a simplistic yes/no response and not provide further 
insight into the research topic without requesting further elaboration.  
 
During the course of the interviews, further questions and points for clarification 
may emerge. Impromptu questions may be “added to or may replace the pre-
established ones” (Glesne, 1999, p. 68) and may be used to follow up the 
responses of the interviewee. For example, impromptu questions may be: “What 
do you do as a teacher to engage students in the classroom?” and “How do you 
know when students understand something you have taught them?” or “What 
does it look like when students are engaged in your classroom?” 
 
Further impromptu questions such as “Could you explain that further?” or “Could 
you give me an example?” and “What do you mean by that?” may be used to get 
the participants to reflect on their answers and to gain a deeper understanding of 
their perceptions of the phenomenon (Bowden, 2000, p.10).  These questions 
probe further to explore the phenomenon’s different aspects jointly and as fully as 
possible and to uncover variations in the ways in which the participants, in this 
case, the teachers, experience the phenomenon under study, pedagogic 
connectedness. 
 
Towards the end of the interviews, the researcher uses the prompt: “Tell me about 
a time when you really connected with a group of students.” This prompt invites 
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the interviewees to reflect on their responses again and to provide specific 
examples of teacher-student interactions. In this way, the researcher invites the 
teacher-participants to reveal their own experiences of the teacher-student 
relationship and the manner in which they interact with particular groups of 
students. 
 
The final predetermined interview question is: “How do you connect with 
students who do not appear to be interested in class work?” Some teachers may 
find it relatively easy to connect with intrinsically motivated students. However, 
these teachers may find there is a greater challenge in motivating disinterested 
and disaffected students. Thus, this question focuses on encouraging teachers to 
reflect at a deeper level in articulating how they might employ pedagogic 
connectedness to motivate alienated and disengaged students to become more 
engaged in class work. As the context for this study is the middle years of 
schooling, the researcher directs the interviewees throughout the interviews 
toward responses that relate to their experiences with students in the middle years 
of schooling. 
 
3.6.1.2 Bracketing During Data Collection 
 
Marton (1994) proposes that bracketing  may be used during data collection to 
enter the lifeworld of the research participants, that is to achieve a second order 
perspective. Bracketing is defined as suspending judgment (Marton & Booth, 
1997) or excluding the researcher’s own assumptions or anything else that would 
prevent the participant’s views from being revealed (Ashworth & Lucas, 1998, 
2000). In other words, the data should focus on the similarities and differences 
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between the ways in which the participants see the phenomenon, rather than the 
ways in which the phenomenon is experienced by the researcher (Marton, 1994). 
However, Ashworth and Lucas (2000) also acknowledge that bracketing is 
difficult to achieve and recognise that there are some presuppositions that should 
not be bracketed.  It is argued that rather than bracketing previous assumptions, 
the researcher needs to clarify the bias that he/she brings to the study (Creswell, 
2002). Given the nature of the transactional data gathering process in 
phenomenographic studies, not only is bracketing almost impossible to achieve, it 
is undesirable.  
 
As the researcher is a colleague of the teacher-participants in this study, it could 
be argued that it is impossible to bracket presuppositions about the phenomenon 
under investigation. Rather than attempting to bracket preconceived ideas, the 
researcher acknowledges bias as inevitable. While LeCompte (2000) suggests 
that qualitative data should be as unbiased as possible, Guba and Lincoln (1994) 
and Schwandt (1994) acknowledge the inevitability that the researcher’s values 
need to be minimised but will influence the inquiry. Researcher bias is 
acknowledged in this study and is addressed in greater depth in a later section that 
examines the validity and reliability of the data generated in this study. While the 
researcher has attempted to minimise bias as noted above, it is not possible to 
eliminate it altogether. 
 
3.7 Data Analysis 
In phenomenographic studies, the raw data are “people’s descriptions or accounts of 
their own experience” (Richardson, 1999, p. 59). In this study, the raw data are the 
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teachers’ descriptions or accounts of pedagogic engagements between teacher and 
student. In analysing the data, the researcher identified broad categories of 
description that attempt to capture how the participants experience these pedagogic 
interactions. A global picture of the meaning of the phenomenon pedagogic 
connectedness for the group as well as the individuals emerged from the data (Booth, 
1997). In other words, the data analysis of the interview transcripts in this study 
revealed the variation in the ways in which teachers in the proposed middle years of 
schooling experience pedagogic connectedness.  
 
The data were analysed using an adaptation of the seven step method originally 
developed by Marton (1986) and outlined by Dahlgren and Fallsberg (1991, p. 
152). As the researcher moved through the steps, the outcome space of the study 
began to evolve. The original steps in this method are: 
Step 1: Familiarisation 
Step 2: Condensation  
Step3: Comparison 
Step 4: Grouping 
Step 5: Articulating 
Step 6: Labelling 
Step 7: Contrasting 
In this study, the adopted approach to data analysis included an eighth step. The 
researcher has named this eighth step, collaborating. Bowden (2000, p. 52) uses a 
similar step which he refers to as group discussion. In both processes, one 
researcher has the responsibility of reading all the interview transcripts and 
devising a draft set of categories of description. The point of departure between 
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Bowden’s group discussion process and this researcher’s collaborating step is 
what occurs next. In Bowden’s (2000) group discussion process, fellow 
researchers read and reread the interview transcripts independently and allocate 
each of the transcripts to one of the existing draft categories of description.  
Following this, the research team compare and discuss the allocations of the 
transcripts to the categories by the different members of the research team. The 
research team members resolve disagreements about the categories of description 
or the allocations of transcripts to the categories by referring to the individual 
transcripts and their meaning (Bowden, p. 52). In the collaborating step used in 
this study, the researcher met with a group of the interviewees rather than with 
other researchers with experience in phenomenographic studies. The researcher 
provided the selected interviewees with copies of their own interview data and 
the 5 interviewees were invited to comment on the allocations of their transcripts 
to the researcher’s draft description of categories. From this collaboration, the 
researcher further refined the description of categories to form a stable set of 
categories. Each step of the phenomenographic, data analysis process is explored 
in this section and described in relation to this study.  
 
Step 1: Familiarisation 
During this step, the researcher becomes familiar with the data in detail. In this 
study, this step commenced with the transcription process as the researcher herself 
transcribed the interview data directly from the audiotapes. After completion of the 
transcription process, the researcher read the transcripts while listening to the 
audiotapes to ensure the data had been transcribed "word for word and pause for 
pause" (Trigwell, 2000, p. 66).  Listening to the tapes in this way ensured that the 
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researcher captured the emotions and emphases of the research participants. The 
researcher recognises that the transcription of data is not a neutral process in itself 
(Kvale, 1996). Thus, the researcher listened to the tapes again to ensure that the 
transcriptions reflected the experiences of pedagogic connectedness as described by 
the teacher-participants as accurately as possible.  
 
Following this, an iterative process was used to analyse the transcribed data. 
During this process, the complete set of transcripts were read and reread 
repeatedly by the researcher before any data were coded. While reading the 
transcripts in this study, the researcher focused on the research questions and 
reflected, “What does this reveal about the way the teacher experiences 
pedagogic connectedness?”   
 
Step 2: Condensation 
This step involves identifying significant statements in the transcribed data that 
reveal aspects of the phenomenon under investigation. The researcher selects the 
data to be analysed from these statements. To avoid bias, the researcher had to 
exercise caution in ensuring that the selected statements accurately represent the 
ways in which the participants experience the phenomenon under investigation.  
 
In this study, statements relating to teaching, learning and teacher-student 
interactions were considered by the researcher to be significant. The researcher 
highlighted these statements in the original transcripts. Following this, the 
researcher collated and grouped the statements for each participant. The 
researcher left these statements untouched for several weeks, and then compared 
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them again against the original transcripts. At this time, some extracts from the 
original transcripts that did not provide any further insight into teachers' 
perceptions of pedagogic connectedness were eliminated from the data analysis. 
Throughout the data analysis, the researcher referred back to the original 
interview transcripts to ensure that significant statements were not omitted from 
the data analysis. The researcher further condensed the remaining extracts and 
these condensed statements became the data to be analysed.  
 
Step 3: Comparison 
The purpose of step 3 is to compare and contrast the selected statements from 
step 2. To find sources of agreement and variation, the selected statements were 
studied individually as well as alongside statements from the other interviews 
(Booth, 1997; Prosser, 2000) and the similarities and differences that emerged 
from the data were noted.  For example, the following extracts from 2 teachers 
appear similar at first as both extracts indicate a focus on the use of praise as 
motivation. However, in referring back to the original transcripts, significant 
dissimilarities became evident. While both teachers used praise, the focus for the 
praise was different. While teacher M used praise to focus on the standard of 
student work, it became evident that the focal point for teacher G was on student 
effort.  
I praise them for good work uh and I get them to see the benefits of their 
good work (Interview M, p. 24).  
I think praise is undervalued, you know. That was a good effort. Not that 
was well done, that was a good effort (Interview G, p. 14). 
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Similarities between transcripts were highlighted by colour coding the condensed 
transcripts. The use of colour coding also brought attention to the differences that 
emerged.  
 
Step 4: Grouping 
In the grouping process, similar responses to the interview questions were  
grouped together. Similarities and differences were recognised by searching for 
the most distinctive characteristics within the data. The grouping process began 
when the similarities and differences were recognised. To facilitate this process, 
Prosser (2000) suggests that novice analysers, such as the researcher in this study, 
should focus on about half a dozen ways in which the participants have 
responded to the interview questions. This changes the focus from attempting to 
categorise individual transcripts to treating the set of transcripts as a whole. By 
changing the focus to the complete set of transcripts, variation began to emerge 
from the data.  
 
While examining the transcripts, the researcher reflected on "What have the 
teachers focused on when experiencing pedagogic teacher-student interactions?" 
and "What are the different foci of the teachers in describing pedagogic 
connectedness?" For example, in the following interview extract, the focus is on 
the teacher as expert and the student as novice in the learning process.  
I still tend to take a very much um teacher role, where I will explain 
something, give them a framework to work within. Um so, I will scaffold 
what they need to know, take them through it explaining all the way and 
then let them explore (Interview D, p. 38)  
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Initially, a set of four categories of description emerged from the data. However, 
after repeating the grouping process a number of times, a logically related set of 
five categories began to emerge from the data in this study. At this point also, the 
outcome space began to evolve.  
 
Step 5: Articulating 
At this stage, the researcher attempts to describe the essence of the similarity 
within each group (Dahlgren & Fallsberg, 1991, p. 152).  One of the problems 
associated with phenomenographic studies is that research procedures for 
constructing categories of description from interview data are not clearly 
explicated (Entwistle, 1997). As a result, a criticism of phenomenography is that 
the different ways of experiencing the phenomenon under investigation identified 
by the researcher may not represent the perceptions held by the participants 
(Marton & Booth, 1997). Instead, the categories of description may just reflect 
the researcher’s own conceptions of the phenomenon (Marton & Booth, 1997; 
Webb, 1997). During the articulating process in this study, the researcher 
reflected on whether different extracts from the transcripts represented similar 
conceptions of pedagogic connectedness. To ensure that the categories of 
description reflect closely the responses of the participants, the categories were 
presented alongside extracts from the interviews (Entwistle, 1997). During the 
collaborating step, the researcher asked the participants to comment on the 
researcher’s interpretations of their views.  
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Step 6: Labelling 
In the labelling step, the researcher identified and named the tentative categories 
of description. This step included the identification of the referential and 
structural elements of each category. The referential elements captured the 
“whatness” of the phenomenon. By this, the researcher means what pedagogic 
connectedness means to the teacher-participants. The structural elements 
described how the different categories of description of pedagogic connectedness 
were related to each other.  
 
While naming the categories of description, the researcher attempted to identify 
the focus of each apparent category. The names of the resultant categories of 
descriptions assigned by the researcher reflect the distinctive characteristics of 
each category. This step was repeated several times until a stable set of 
descriptions of categories was determined and the categories given their final 
labels.  
 
Step 7: Contrasting 
In this step, the researcher compares the tentative categories of description for 
similarities and differences. These comparisons lead to further development of 
the outcome space, a diagrammatic representation of the findings. The outcome 
space “describes the variation within the group, rather than the rich descriptions 
of individuals” (Trigwell, 2000, p. 81). The outcome space of this study maps the 
variations of experiences of pedagogic connectedness of the teachers in the 
sample group rather than providing rich descriptions of individual teachers. As 
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such, the outcome space provides a visual representation of the relationship 
between perceptions of pedagogic connectedness.  
In this study, the categories of description were left untouched for several weeks 
before the final outcome space was constructed. This time lapse allowed the 
researcher to think about how these categories, and the links between them, could 
be shown visually to best represent the outcomes from this study. Before the 
outcome space was completed, the researcher revisited the summaries of the 
interview transcripts and the dimensions of variation of the categories of 
description numerous times.  
 
Step 8: Collaborating 
In this added step, the researcher met with 5 of the interviewees after the first 7 
steps of the data analysis had been completed. These interviewees were selected 
as their transcripts encompassed the whole range of the researcher’s draft 
categories of description. The meeting was approximately one hour in length and 
was audiotaped with permission of the interviewees for later consideration by the 
researcher.  
 
At this meeting, the researchers presented each interviewee with a transcript of 
their own interviews to read and for reflection. Following this, the researcher 
presented and described the categories to the panel of participants for their 
feedback. The researcher emphasised to the interviewees that the focus was on 
the meaning given to pedagogic connectedness by the group of participants. As 
such, each transcript was taken as a whole “rather than on the occurrence of 
particular statements corresponding to a specific category of description” 
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(Bowden, 2000, p. 52). The ensuing discussion between the researcher and the 
panel allowed the categories of description to be held up for scrutiny. This step 
was used to check the researcher's interpretations of the data, thus increasing the 
rigor of the study.  
 
3.8 Validity 
Sandberg (2000, p. 14) uses three criteria to justify the researcher's interpretations 
in phenomenographic studies: communicative validity, pragmatic validity, and 
reliability as interpretative awareness. Validity of phenomenographic studies is 
based on the researcher’s justification for presenting the results, and the claims 
based on those results as credible and trustworthy. As this study uses the 
principles of phenomenography, the same criteria were used.  
 
Communicative validity is established through ongoing dialogue between the 
researcher and the participants in which alternative knowledge claims are debated 
whereas pragmatic validity involves testing the knowledge claims in action. 
Reliability as interpretative awareness means acknowledging researcher bias and 
explaining how it is dealt with in the study.  These criteria are used are explicated 
in this section.  
 
3.8.1 Communicative validity 
 
In this study, communicative validity was used in both the data collection and 
data analysis stages. In the data collection stage, communicative validity was 
achieved by using open-ended interview questions that encouraged the teacher-
participants to identify and to describe to the researcher what they perceived as 
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pedagogic connectedness. Impromptu questions and/or prompts such as “What do 
you mean by that?” throughout the interviews ensured that the researcher 
understood the ways in which the participants perceived pedagogic 
connectedness.  
 
In the data analysis stage, communicative validity was accomplished as suggested 
by Sandberg (2000) by making interpretations of teachers’ statements about 
pedagogic connectedness that were “consistent with both the immediate context 
of surrounding statements and with the transcript as a whole” (p. 14). As 
described in Chapter 3.7, to further validate the research findings, the tentative 
categories of description were taken back to a panel of five research participants. 
The researcher made several refinements to the tentative categories of description 
after discussion with these research participants regarding the way in which the 
researcher had interpreted the participants’ views.  
 
3.8.2 Pragmatic Validity 
During the interviews, pragmatic validity was achieved by the use of impromptu 
questions such as “What specific things do you do as a teacher to make that 
[pedagogic engagement] happen?” that required the participants to demonstrate 
what their statements meant in practice. Again, this type of questioning was 
reiterated during the panel discussion described previously to ensure that the 
researcher’s interpretations were accurate representations of the participants’ 
responses.  
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3.8.3 Reliability  
 
Hammersley (1992) defines reliability in two ways. In the first instance, 
reliability is described as the degree of uniformity with which different 
researchers assign data to the same categories and secondly, it is seen as the 
manner in which a researcher codes the same data to categories on different 
occasions. The most common criterion for establishing reliability is replicability 
(Sandberg, 1997). According to Marton (1986) there are two issues relating to 
replicability. The first is in agreement with Hammersley as stated above. That is, 
would other researchers establish the same categories of description as the 
original researcher (Marton, 1986; Sandberg, 1997) if the study was repeated in 
different contexts? The second issue, questions whether other researchers would 
identify the conceptions as categorised by the original researcher (Marton, 1986). 
Marton acknowledges the need for replicability for phenomenographic results in 
relation to this latter issue but not the former. This view is supported by Säljö 
(1988) who clarifies this argument by suggesting that the categories of 
description are the discovery of the researcher, and as such, are not necessarily 
the only categories of description or the best categories of description. Further, 
Säljö (1997) argues that, rather than revealing ways of experiencing phenomena, 
phenomenographic studies reveal ways of talking about experiencing phenomena. 
In this study, the categories were constituted from teachers' descriptions of their 
experiences and their abilities to describe these experiences. Therefore, the 
resultant sets of categories of description in this and other studies using a 
phenomenographic perspective must be treated with caution.  
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Reliability as interpretative awareness, or acknowledging and explicitly dealing 
with the researcher’s subjectivity (Sandberg, 1997), was dealt with in this study 
by using phenomenological reduction. This means that the researcher withholds 
theories and prejudices while the researcher interprets the participants’ 
conceptions. In this study, phenomenological reduction was achieved through the 
researcher describing what constitutes the phenomenon of pedagogic 
connectedness rather than attempting to explain why it appears as it does. 
Sandberg (2000) states that phenomenological reduction may be established by 
asking “what” and “how” questions in the data collection stage. These questions 
direct participants to focus on what the phenomenon means for them. As shown 
in Appendix B, the interview questions in this study focus on “how” and “what” 
questions. Reliability as interpretative awareness was also achieved by the use of 
impromptu questions and prompts, as described previously in the section on data 
collection, which required the participants to reflect more deeply on their 
responses and to be more specific about the meaning of their statements.  
 
In addition to using these kinds of questions and prompts, interpretative 
awareness was established by  “horizontalisation” (M. Q. Patton, 1990; Sandberg, 
1997) of the data. As such, all the participants' statements about pedagogic 
connectedness were treated as equally important. In this study, to reduce the 
volume of interview data, yet maintain horizontalisation of the data, the 
researcher removed only those statements that were duplications of the views 
already expressed by the research participants. If the researcher had viewed some 
statements by some participants as more important than others, this may have led 
to invalid interpretations of the participants' experiences of pedagogic 
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connectedness. By horizontalising the data, the researcher achieved reliability in 
terms of being faithful to the experiences of the participants.  
 
To provide further credibility, the researcher has used verbatim quotes from the 
interviews to illustrate key aspects to support the description of categories. In 
addition, the researcher has described in the results section of the study the 
manner in which the categories of description emerged from the data. Through 
the use of these rich descriptions (Creswell, 2002; M. Q. Patton, 1990), the 
researcher may classify these quotes against the outcome space. In other words, 
the results of the study have been reported in a manner that is open to informed 
scrutiny by other researchers.  
 
Finally, this study uses an adaptation of the developmental phenomenographic 
approach defined by Bowden (2000) and described earlier in this chapter. As 
such, the findings of this study are not the objective per se but will be used to 
provide a framework for pedagogic change. As such, the researcher will use these 
findings to guide changes to teachers' pedagogic practices in the proposed middle 
school at the site used in this study.  
 
3.9 Significance of the Study 
This study is significant for a number of reasons. As stated previously, the school 
that provides the context for this study is undergoing a whole school renewal. 
Since the commencement of this study, a new middle school sub-unit has been 
introduced at the school. Further structural and organisational changes will occur 
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over the following years. The findings of this study will be used to guide the 
reconstitution of pedagogic practices in this new middle school. 
 
Secondly, the researcher is also a fellow colleague of the teacher-participants in 
the study. This is significant as insider research is rare in phenomenographic-
related studies. As this type of research requires researchers to take a second-
order approach, being an insider assisted the researcher in investigating 
pedagogic connectedness from the perspective of the research participants. In 
addition to knowing the research participants, the researcher has a deep 
understanding of the philosophy and ethos of the school, and has an in-depth 
knowledge of the organisation and structure of the school. This knowledge and 
understanding facilitated the entry into the participants’ lifeworlds during the 
interviews. Thus, a deeper level of conversation about teacher-student 
engagements occurred earlier in the interviews than if the researcher had been 
unfamiliar with the participants or the context of the study.  
 
Finally, while the importance of the middle years of schooling is recognised, few 
studies have investigated the conceptions of pedagogic teacher-student 
interactions held by teachers of students in these years. This study addresses this 
lack of research, not only by investigating teachers’ conceptions of pedagogic 
connectedness, but the data elicited from this study may be used to provide a 
framework for changes to pedagogic practice in the middle years of schooling 
reform movement. The final research question, “What does this newly acquired 
knowledge mean for pedagogic practice in the middle years of schooling reform 
movement?” is not answered directly from the outcome space of the findings of 
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this study. However, the researcher will extrapolate and juxtapose the data with 
the related literature to propose how this knowledge may inform pedagogic 
practices in the middle years in ways that engage students in meaningful learning.  
 
 
3.10 Summary 
In summary, this chapter has outlined the context for this study and the reasons 
for completing the study at this point in time. The researcher has described the 
origins and nature of the research methodology, phenomenography and its 
application. In particular, the methodology is more an adaptation of a 
developmental phenomenographic perspective which best serves the purpose of 
this study.  
 
The researcher has examined the criteria used for choosing the participants, 20 
teachers of year 7, 8, and 9 boys, for this study. In addition, this chapter has 
included details of the methods of data collection and analysis used to respond to 
the following research questions. 
1. What is the nature of pedagogic connectedness? 
      2. What are the qualitatively different ways of experiencing pedagogic   
connectedness? 
     3. What does this newly acquired knowledge mean for pedagogic practices in 
the middle years of schooling reform movement? 
 
While previous studies using a phenomenographic approach have investigated 
teaching and learning in higher education and, to a lesser degree in secondary 
schools, there is a dearth of research into teachers’ conceptions of teaching and 
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learning in the middle years of schooling.  This is understandable as the middle 
years of schooling is a relatively new development and thus a rich area for 
research. The significance of this study in addressing this gap in research has 
been described. In, particular the importance of the use of the findings to provide 
a framework for pedagogic practice in the middle years of schooling has been 
highlighted.  
 
The following chapter describes in detail the results of this study. The categories 
of description that emerged from this study into pedagogic connectedness and the 
critical aspects of each category and the distinguishing features between the 
categories are revealed. The researcher also reveals a diagrammatic 
representation of the categories of description and the relationships between 
them. This visual representation constitutes the outcome space of the study.   
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CHAPTER 4 
 
Results 
 
4.1 Introduction 
This chapter presents the findings from this study into the nature of pedagogic 
connectedness. The data analysis reveals the qualitatively different ways of 
experiencing pedagogic connectedness as perceived by teachers of years 7, 8, and 9 
students in a Catholic boys' college in south-east Queensland. In so doing, the 
analysis has responded to the research questions.  
1. What is the nature of pedagogic connectedness? 
 
2. What are the qualitatively different ways of experiencing pedagogic 
connectedness? 
 
The data analysis reveals five different conceptions of pedagogic connectedness 
as evidenced in the interviews with the teacher-participants. As described in 
chapter 3.3.1, conceptions in this study refer to teachers’ actual experiences and 
understandings of pedagogic connectedness whereas the categories of description 
represent an attempt to formalize the researcher’s understandings of pedagogic 
connectedness. The categories of description that characterize these conceptions 
of pedagogic connectedness are:  
• Category 1: Information providing 
• Category 2: Instructing 
• Category 3: Facilitating 
• Category 4: Guided participation 
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• Category 5: Mentoring 
This chapter describes the key features that distinguish each category and outlines 
the structural and referential aspects of each category of description. As described 
in Chapter 3, the structural aspects reveal the way in which the phenomenon, in 
this case pedagogic connectedness, is delimited from and related to its context 
and describes how the component parts are delimited and related to each other 
(Marton et al., 1993). The referential or “what” aspects reveal the global meaning 
assigned to pedagogic connectedness, as perceived by the group of teachers who 
participated in the study. The researcher presents direct quotes from the interview 
transcripts alongside each category of description to illustrate that the data 
analysis reflects the participants' experiences as accurately as possible.  
 
The relationships between the categories of description have enabled the 
establishment of the outcome space of this study.  Marton and Booth (1997) 
define the term "outcome space" as "the complex of categories of description 
describing distinct groupings of aspects of the phenomenon and the relationships 
between them" (p.125).  As such, the outcome space describes the critical aspects 
of the variation between different categories. Results of studies using a 
phenomenographic perspective are usually presented in the outcome space as a 
visual representation and this is the case in this current study. The outcome space 
of this study into the nature of pedagogic connectedness is presented in the 
closing stages of this chapter.  
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4.2 Category 1: Information Providing 
The least complex category of pedagogic connectedness is information providing. 
In this category, pedagogic connectedness is seen as providing or delivering a 
body of knowledge. The teachers view themselves as service providers rather 
than as professionals and the learners are viewed as passive recipients in this 
process, with knowledge being provided by teachers and texts.  
This conception of pedagogic connectedness is similar to the factory model of 
schooling described by Rogoff, Turkanis and Bartlett (2001). In the factory 
model, schools are considered to be efficient factories in which knowledge is an 
object that is transmitted from teachers to students. The factory model of 
schooling is viewed as efficient by some teachers as a large quantity of 
information may be transmitted to students in a short period of time. The 
emphasis is on the delivery of knowledge rather than on remembering or 
understanding the transmitted information. This model of schooling is discussed 
further in relation to this category of description in the following chapter. The 
next section reveals the referential and structural aspects of the information 
providing conception of pedagogic connectedness.  
 
4.2.1 Referential Aspects of Information Providing  
Referential aspects relate to the whatness (Linder & Marshall, 2003) or global 
meaning that the teacher-participants assign to pedagogic connectedness. In this 
conception of pedagogic connectedness, 3 referential aspects emerged from the 
interview data. These are: 
• The teacher as delivering a body of knowledge 
• Focus on exam results 
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• Teacher control 
 
This section explains the way in which these 3 referential aspects of the 
information providing conception are connected to each other. Teachers in this 
conception perceive that their key roles in the classroom are to transmit 
knowledge to students and to prepare students for exams. In order to transmit a 
large quantity of knowledge to students within the time constraints of lessons, 
teachers perceive that they need to maintain order within the classroom and this 
order is maintained through authoritarian control of students. As such, there is an 
emphasis on rules and the enforcement of these rules. Without this control, 
teachers perceive that they would not be able to transmit such a large body of 
knowledge in such a short period of time and thus the students would not be able 
to learn. Note that the focus is on the transmission of knowledge rather than on 
understanding the transmitted knowledge. 
 
In the information providing conception, teachers indicate that the key purpose 
for the acquisition of knowledge is to prepare students for exams, although some 
teachers express a sense of frustration with the focus on exams as shown in this 
extract from teacher C: “You do have to get through a certain amount of work 
within a set time. I think we've become obsessed with that and obsessed also with 
the idea of oh, I've got to get the kids through the exam” (Interview C, p. 30). 
Student success (and arguably teacher success) is demonstrated by students' 
ability to reproduce this knowledge in exam situations. Teachers in this 
conception indicate that student success is measured by exam results and teachers 
are responsible for student success in exams. From the interview transcripts it 
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appears also that teachers believe that when they transmit knowledge to students, 
learning follows automatically. 
Each of the three referential aspects of the information providing conception is 
described in detail in the following section alongside respective interview 
extracts. The selected quotes are used to provide evidence for the meanings 
attributed by the researcher to this category of description. 
 
 
4.2.1.1 The teacher as delivering a body of knowledge 
 
In this referential aspect of information providing, teachers perceive themselves 
as teaching subjects rather than students. The teachers' responses reveal that 
teachers are providers of a body of knowledge with minimal input from students. 
The teacher-student interactions are mostly one-way and these are from teachers 
to students: 
 I find a certain frustration in the secondary timetable, in that you 
sometimes feel that you just, kids come in and go out within forty minutes 
and you've got this body of knowledge that you have to somehow or other 
get across (Interview C, p. 22) 
 
In providing this knowledge, teachers use "whole group" or direct instruction as 
the main pedagogic practice, with little or no adaptation of instruction in response 
to the different learning styles or interests of students. Further, the teachers in this 
conception do not indicate that different students may have different needs or 
interests. As such, there is no acknowledgement of student diversity in this 
conception. In direct instruction, or “chalk and talk” an apt name that some 
teachers use to describe it, the teacher speaks directly to the whole class for the 
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majority of the class time and the students' main activity is to copy notes from the 
board or overhead projector. Some teachers indicate that this method of delivery 
is used due to time constraints and the curriculum structure. In other words, 
whole group instruction is seen as a way of expediting the transmission of a large 
volume of subject-specific content knowledge. As such, teachers focus on the 
quantity of knowledge that has to be conveyed to students rather than on the 
quality of teaching or learning as seen from the following extract:  
Sometimes I've just got to plough through the theory because there's so 
much to get through (Interview R, p. 4) 
 
The emphasis is on teaching rather than learning, with the teaching component 
focused on teaching content matter rather than on gauging student understanding. 
In this referential aspect, teachers do not speak of providing opportunities for 
students to initiate interactions with teachers: 
I also know that in the rush and bustle of trying to teach a certain amount 
of content, that I know I fall into a trap sometimes go in there blubity, 
blubity, blub out the door again (Interview C, p. 29). 
        
4.2.1.2 Focus on exams 
 
In this conception, the purpose of teaching is to prepare students for exams. 
Student learning is demonstrated by the reproduction of the knowledge in an 
examination. There is no focus on students' understanding of the knowledge that 
has been transmitted from the teacher to the students. Teachers do not focus on 
how students learn best. There is an “automaticity” to learning. By this the 
researcher means that is if knowledge is transmitted, the teachers perceive that 
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learning will occur automatically. As seen from the following extract, teaching 
and learning seem to have a cause and effect relationship. If you do these specific 
things, then you will learn (that is, pass exams). As such, learning is perceived to 
be implicit:  
I make it very clear to them that they need to do these things to pass 
therefore we are doing this now and then we will move on to that. So they 
know there is a purpose to what they do (Interview D, p. 40). 
Motivation is based on a desire for students to achieve in examination situations. 
The teacher assumes that the students have an innate desire to succeed in 
examinations. As such, the teacher does not consciously focus on providing 
extrinsic motivation or developing intrinsic motivation in students:  
The drive for marks and the need to, to do well, the pressure in those 
areas generally get them across the line and get them motivated to do 
the work (Interview Q, p. 61). 
 
4.2.1.3 Teacher control 
 
In this referential aspect of information providing, teachers perceive themselves 
as authoritarian figures with the emphasis on control of students rather than 
mutual negotiation. As such, the power relations between teacher and student are 
manifestly unequal with teachers perceived as having the balance of power:  
I'm very strict. I go into the classroom I explain this is the way this 
classroom is going to operate. In different schools where we make up 
classroom rules they get to, they have been able to choose what some of 
the rules will be and I usually accept those, within limits. Here, you 
don’t get to do that, so you just create the classroom rules that you'll sit 
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with. I establish firm routine, such as, homework on this day, all that 
sort of stuff. Any behaviour, I jump on straight away. I use the school 
write-outs, detentions that sort of stuff. I don’t have time to do anything 
else. So, they know that if they misbehave on the little things, then I will 
jump on them. The big things don’t often happen then, because you look 
after the little things (Teacher D, pp. 39-40). 
 
The classroom is teacher-centred with the teacher dictating expectations for 
student behaviour and learning. Most of these instructions are delivered from the 
front of the classroom where the teacher remains isolated from the students. 
Interactions between teacher and student are infrequent and the relationship 
between teacher and student is distant. From the following statement, it appears 
that professionalism and friendship are mutually exclusive from each other: 
I give them a purpose and they know that when they're in my classroom 
they are there to learn and that's it thank you very much. We will learn 
while we're here and then we go. I make no attempt to be their friend or 
anything else other than professional (Interview D, p. 42). 
 
As well as a pedagogic device, direct instruction is used also as a means of 
controlling student behaviour. Student engagement is demonstrated by quiet, 
individual work rather than collaboration with the teacher or with other students. 
There is a focus on “busy” work in which students are quiet and copy down notes 
from the board or from the overhead projector:  
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I'd say you were too noisy, too loud, didn't get enough work done 
yesterday.  We have to make up, so out would come the overheads and 
they would have to spend the, and they hate writing (Interview A, p. 9).  
 
In this referential aspect, teachers did not speak of recognizing the knowledge 
and skills that students bring to the classroom. As such, students are not seen as 
people who may be valued for their contributions to the learning situation. In this 
conception, teachers did not speak of a love of teaching or learning, with teaching 
appearing to be an emotionless activity.  
 
4.2.2 Structural Aspects of Information Providing 
 
The structural and referential aspects of a conception are "dialectically 
intertwined and occur simultaneously" (Marton & Booth, 1997, p. 87). Thus, 
some structural aspects of this conception have been presented previously as 
evidence of the referential aspects or meaning attributed to pedagogic 
connectedness when perceived by teachers as information providing. Structural 
aspects refer to deeper level of meaning (Hales & Watkins, 2004) of pedagogic 
connectedness. As such, this section examines how the information providing 
conception of pedagogic connectedness is constructed from its constituent parts, 
and how it is delimited from other conceptions. 
 
When pedagogic connectedness is seen as information providing, the teacher and 
the knowledge to be transmitted are in the foreground of focal awareness while 
the students move to the background. The emphasis is on the quantity of 
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knowledge that the teacher delivers rather than on the actual content of the 
knowledge or on the students.  
 
Pedagogic connectedness is perceived as something that is done to students. The 
teacher engages pedagogically by giving information to students. The teacher is 
seen as the expert who controls the flow of knowledge to students. The student is 
perceived as the novice with little to contribute to the classroom learning  
 
Table 4.1 Structural and Referential Aspects of the Information Providing 
Conception of Pedagogic Connectedness 
Conception Referential aspects Structural aspects 
Information providing Information providing is 
perceived as delivering a 
body of knowledge to 
students, with little 
interaction between 
teacher and students.  
The teacher controls the 
flow of knowledge to 
students 
Illustrative example: 
… I also know that in the rush and bustle of trying to teach a certain amount of content, that I 
know I fall into a trap sometimes go in there blubity, blubity, blub out the door again (Interview 
C, p. 29). 
 
experiences. Students' prior knowledge is not recognized in this conception. The 
key purpose of learning is for students to reproduce the acquired knowledge in 
examinations. Thus, the focus of teaching and learning is only on academic 
performance. The information providing conception is delimited from other 
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conceptions by the limited teacher-student-teacher interactions. A summary of the 
referential and structural aspects of the information providing conception, 
together with an interview extract that illustrates this conception is provided in 
Table 4.1.  
 
4.3 Category 2: Instructing 
Teaching skills to students is the key focus of the instructing conception of 
pedagogic connectedness. This conception is similar to the previous information 
providing conception in that the teacher is perceived as the expert and the student 
as the novice. However, in the instructing conception the teacher focuses on the 
application of the skills imparted to the students rather than on knowledge itself. 
Thus, the focus is on procedural knowledge. Marzano and Pickering (1997) 
define procedural knowledge as knowledge that "requires the learner to perform a 
process or demonstrate a skill" (p.43). In this conception, the skill acquisition 
relates to a diverse variety of skills and strategies. These skills include discipline-
based activities such as graphing, working in science laboratory and cooking and 
include also learning strategies such as writing checklists and drawing concept 
maps. The acquisition of skills and strategies provide greater opportunities for 
teachers and students to connect pedagogically and relationally as the teacher 
moves around the classroom monitoring student behaviour and engagement.  In 
summary, the information providing conception focuses on teaching “what” 
whereas the instructing conception focuses on teaching “how”. 
 
4.3.1 Referential Aspects of Instructing 
In this conception, teachers provide students with the skills or strategies required 
to perform particular tasks. Classroom teachers model these skills or strategies on 
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the board. Following this, students participate in teacher-led activities to reinforce 
the skills or strategies. As in the previous conception, pedagogic practices consist 
mainly of direct instruction. However, in this conception, there are greater 
opportunities for teacher-student and student-teacher interactions as teachers 
move from the front of the classroom to walk around monitoring student 
behaviour and engagement. Again, engagement in this conception, as in the 
information providing conception, refers to busy work demonstrated by writing 
or drawing rather than engaging in conversations with the teacher or with peers. 
 
The referential aspects of the instructing conception of pedagogic connectedness 
that emerged from the data are: 
• Acquisition and application of skills by students   
• Monitoring student behaviour and engagement  
• Extrinsic motivation 
Each referential aspect of this conception of pedagogic connectedness is 
described in detail in the following sections.  
 
4.3.1.1 Acquisition and application of skills 
 
The teacher focuses on teaching skills and strategies that may be applied to 
specific learning situations. These skills may relate to the knowledge base of the 
subject. For example, in science or mathematics, teachers may teach students 
graphing skills. In the referential aspect of instructing, the focus is on application 
of the skill rather than on the knowledge base per se. As such, a teacher may 
teach students how to graph but may not teach them the underlying theory. Thus, 
the focus is on the ability to draw a graph rather than on knowing the theory of 
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graphing.  This point is demonstrated in the following extract from Teacher R 
who acknowledges the importance of the theory or knowledge base of his subject, 
yet his focus is on teaching students practical skills relating to his subject area. 
By allowing students to be involved practically, he gains student interest and 
ultimately the students themselves realize that they need to acquire a theory base 
to be able to perform these practical skills successfully. These practical skills are 
used as a springboard to the theory component of the subject: 
 In my classes, students cooking and being involved practically is one of 
the fundamental reasons why students do the subject uh so I concentrate 
I ensure that that happens for them and uh and if need be then I would 
put things like theory on the back burner and not, not have theory, even 
though I might believe the theory to be important I know students don’t 
believe the theory is important and I don’t think the students would 
necessarily think that theory is important until they have had more 
practical experience. So, after they've made a few things and they've had 
a few failings you can then address the theory and say when we did this 
and when we did that, we can relate that to that having had some shared 
concrete experience (Interview R, p. 1). 
 
In other cases, the teacher focuses on developing strategies intended to assist 
students in more generic learning or to improve their organizational skills. The 
focus on the acquisition of skills that may be used to enhance performance in a 
particular area is described as an instrumental approach to learning (Franz, 2002). 
This approach to learning is described further in the following chapter. This 
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extract from Teacher M reveals how this teacher uses strategies and checklists to 
assist students’ classroom performance: 
Things that I've found that have worked are providing them with 
strategies or checklists. For example, we've got one boy now who 
through all his primary years has hardly done his homework and the 
mother came up to see me and we sat down with the boy. He's gone to 
the computer and done out a checklist of writing his homework in the 
diary. He ticks that off and then showing mum the diary when he gets 
home, that gets a tick, then doing the homework, that gets a tick and 
then getting um mum to check it and then putting it in the bag. So, once 
he's done those, he ticks that off and it creates a, a routine, creates a 
habit (Interview M, pp. 27-28).  
 
Direct instruction remains the main pedagogic practice in this conception. 
However, students become more active participants in the process of learning. 
Student-teacher interactions become more frequent with some teachers inviting 
students to enter the teacher's space at the front of the room to engage with the 
rest of the class: 
I get them to do it, a lot of work from the board, I call them out to 
interact because they are not only teaching themselves but they are 
teaching the rest of the class and unknowingly, that's what they're doing. 
They may not see it that way but they are doing it so I engage them to 
come up (Interview N, p. 37).  
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In this conception, teachers described modeling skills and strategies to students. 
The teacher models the desired skill or strategy on the board and then students are 
provided with opportunities to practise the learned skill or strategy: 
Modeling what you expect them to do is so, so important as well so that 
they have a clear sense of, particularly in assignment work. They know 
how to start it. They have the confidence to start it (Interview C, p. 27).  
In this conception, there is a greater focus on getting students involved in a range 
of activities rather than simply copying down notes from the board. These 
activities are chosen by the teacher and are used to reinforce these learned skills 
or strategies: 
 I start with what they know and then look at the strategies I can use then 
to get to that endpoint um by modeling stuff like in English because there 
is a lot of modeling which is important. Um, obviously, there's teacher 
talk but I'm trying to get more of the kids actually doing. I think 
particularly with boys, boys need to be doing stuff. They need to get in 
and actually be doing the things that you ask not just talking about it 
(Interview L, p. 14). 
 
Teachers may provide these activities for other reasons. Some teachers perceive 
the students as having short concentration spans. These teachers use activities to 
maintain student interest and engagement through the course of the lesson:  
One of the things that, that probably stems to um, that comes to mind is, is 
um their concentration spans are usually pretty short. Um, so laid within 
the same lesson, you've got to have I think a multiple of uh things, kind of 
items that you do. (Interview J, p. 40).  
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In this conception, teachers do not appear to use activities to develop students’ 
cognitive skills. The main intention appears to be on active participation through 
physical engagement rather than on providing direct opportunities for mental 
challenge.   
 
While teachers speak about the use of activities in the classroom, there is no 
indication of student-teacher interactions occurring while students engage in 
these activities. Further, teachers rarely acknowledged that student-student 
interactions take place or are significant during these group activities. 
 
4.3.1.2 Monitoring student behaviour and engagement  
 
As stated previously, whole group or direct instruction is the key pedagogic 
practice used in this conception. However, in this instructing conception, teachers 
move from the front of the classroom to where the students are situated in the 
room. As seen from the following extract from Teacher N, the teacher moves 
through the classroom monitoring student behaviour and activity.  
 
I don’t stand at the board constantly and I move around the room all the 
time because with moving around the room, it brings them and keeps 
them on focus because they have to look where you're going all the time 
and you know that they're focusing (Interview N, p. 39).  
 
The teachers observe students rather than engaging in conversation with them. As 
in the previous conception, a keeping order approach to discipline as described by 
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Schiff and Tatar (2003) is maintained in the classroom. Thus, authoritarian 
relations between teacher and student are evident in the instructing conception.  
 
4.3.1.3 Extrinsic motivation 
In the information providing conception, the key motivation for students appears 
to be success in examinations. However, in the instructing conception, extrinsic 
motivation is used to keep students on task. Extrinsic motivation is demonstrated 
in the form of rewards and praise:  
Even if it's small class activities or anything, any little goal any time that 
you can reward them and praise them for, for a small goal, come the next 
goal they, they uh they're motivated to do it. They're keen to get, to get 
working again. So, uh I think, I find that praising a student's effort and 
even if they haven’t got it necessarily all right but they've put in a big 
effort. I think by rewarding that and praising that, the next time comes 
around they're more motivated to do it (Interview Q, pp. 61-62).  
 
While rewards may be given to recognize student achievement, praise is used to 
acknowledge student effort: 
I think praise is undervalued, you know. That was very, that was a good 
effort. Not that was well done, that was a good effort or that was a good 
way of thinking in that (Interview G, p. 14).  
 
4.3.2 Structural aspects of instructing 
 
As in the previous conception, a key focus in the instructing conception is on the 
teacher.  However, in this conception, the teacher focuses on teaching students 
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how to apply skills and strategies rather than simply transmitting content 
knowledge. Teacher-student interactions are predominantly from teacher to 
student rather than the reverse. As such, the classroom remains teacher-centred. 
However, students have a more active role in their learning through participation 
in activities, albeit teacher-led activities. Table 4.2 shows the referential and 
structural aspects of the instructing conception of pedagogic connectedness 
together with a quote from Teacher D that illustrates the key focus of this  
 
Table 4.2 Structural and Referential Aspects of the Instructing Conception 
of Pedagogic Connectedness 
Conception Referential aspects Structural aspects 
 
Instructing 
Instructing is perceived 
as teaching skills and 
strategies to students that 
can be applied to other 
learning situations.  
The focus is on applying   
procedural knowledge. 
Illustrative example: 
 …As I said, I will explain why, I will start off explaining why we do something, why we are 
doing something we won't just go into something. I'll say OK, in your exam, or in your essay, you 
will need to have this, this and this skills. We are doing this then, we will build on that. So I 
always explain what they're are doing. Um, we then, when I'm modeling, I will model a way of 
doing some writing and I will do that on the blackboard or the whiteboard. I will also model 
things that they still need to know (Interview D, p. 41)  
 
 
conception.  The focus on the application of knowledge and the more active role 
taken by students in learning delimit this conception from other conceptions. In 
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this conception, pedagogic connectedness remains teacher-centred.  However, the 
greater physical proximity between teachers and students has provided greater 
opportunities for the exchanges between teachers and students to become less 
authoritarian in nature.  
 
4.4 Category 3: Facilitating  
In this conception, teachers perceive pedagogic connectedness as facilitating 
student learning, with the teacher as the facilitator of that learning. This category 
is different from the previous conceptions in that the focus has moved from the 
teacher to the teacher's relationship with the student. The facilitating conception 
marks the transition between teacher-centred and student-centred categories of 
description. This is the first conception in which teachers focus on teaching 
students rather than on teaching a subject or subject-related skills. The following 
referential aspects of the facilitating conception emerged from the data.  
 
4.4.1 Referential aspects of facilitating 
 
The key referential aspects of the facilitating conception of pedagogic 
connectedness are: 
• The engagement between teacher and student.  
• The use of group activities as a pedagogic device and  
• A focus on developing social and emotional skills in students thus 
providing a holistic education.  
4.4.1.1 Teacher-student interactions 
 
In the facilitating conception, there are more frequent teacher-student interactions 
than in the previous conceptions. The teacher acts as a facilitator of learning and 
it is these teacher-student interactions that facilitate student learning: 
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This is a learning centre and I'm here to facilitate that learning and I talk 
to them in those terms all the time (Interview K, p. 2).  
 
While the previous conceptions have focused on the transmission or acquisition 
of knowledge or skills imparted by the teacher, this conception focuses on 
facilitating student understanding. The teacher facilitates this understanding by 
engaging with students. In teachers' descriptions relating to this conception, 
students are seen as active participants in the learning process. Students play a 
more active role in learning that delimits this conception from previous 
conceptions: 
We have a list of topics that we, that the teachers have come up with and 
we'll go through and, and talk about them. The introduction to the unit 
might just be a discussion where they're allowed to say what they think 
about these issues and get a really good idea of how, what they understand 
about the world and then we'll look at research strategies and I'll go along 
and help them find what they're looking for. It's pretty well they're doing 
the work and I'm facilitating (Interview O, p. 48).  
 
As in the previous conception, the teacher moves in and around the classroom. 
However, in this conception the intention of this movement is different. In the 
facilitating conception, the teacher engages with students as he/she moves 
through the room. The teacher asks questions of the students to gauge their 
understanding of the object of learning and to assist in the learning process. 
Significant to this conception, teachers encourage feedback from students 
regarding classwork:  
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I can walk around the room and just talk about their work as I'm going 
around looking at, at what they're doing and get them to ask me well what  
did you mean by that and get them to verbally explain perhaps what, what 
they were writing. Um, through questioning, uh through their own 
discussion work and through their own written work, I get that sense of 
where they're at (Interview F, p. 2).  
 
Unlike the previous conceptions, the teacher acknowledges that students bring to 
the classroom prior knowledge and understandings of the object of learning. The 
teacher is not necessarily the expert and the student the novice and the teacher-
student relationship is less authoritarian in nature than in previous conceptions.  
 
Teachers used the words "conversation", "discussion", and "talking" frequently 
when describing their interactions with students. These interactions are used to 
discover student interest and understanding of the topic being taught. In this 
conception, teachers do not expect the classroom to be quiet but acknowledge the 
importance of peer interactions in facilitating learning: 
   They'd be having discussions with each other and with me and I'd be 
going around talking to them and yeah. So, you, you'd have animated 
discussions, you wouldn’t necessarily have dead quiet (Interview L, p. 
17).  
 
Some teachers share their own life experiences with students and this assists in 
breaking the traditional power balance between teacher and students. Pedagogic 
connectedness in the facilitating conception intersects with connectedness from 
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the Productive Pedagogies model in that teachers begin to connect students with 
lives, albeit teachers’ lives, outside the classroom. Teachers perceive this sharing 
as assisting in the development of positive teacher-student relationships:   
I try to give, reveal a little bit of myself, talk about you know stuff that I 
like, what I enjoy doing uh things that I'm interested in, what I've, you 
know, how an experience of mine may be linked to what we're talking 
about. I think that's, that's a positive way um to, to build that sort of link in 
there um and take an active interest in them, you know (Interview L, p. 
16). 
 
Student-teacher and student-student interactions are critical aspects of this 
conception that set it apart from previous conceptions.  
 
4.4.1.2 Use of group activities 
In the previous conception, teachers used activities to maintain student interest 
through physical engagement in tasks. In describing the facilitating conception, 
teachers spoke of using group activities to engage students both physically and 
cognitively. Some teachers perceive that it is the participation in these group 
activities that leads to student interest, rather than the opposite.  
 
Unlike previous conceptions, students' interactions with each other and with the 
teacher are acknowledged as important to student engagement in the classroom. 
Students take an active role in the learning process: 
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I think they're engaged if they're, if they're talking about it and they're 
asking me about it and if I can tell they're talking to each other about it 
(Interview L, p. 17).  
 
Group activities can facilitate these interactions. It is through these group 
activities that students are provided with opportunities to apply knowledge and to 
gain understanding. Teachers encourage students to think more deeply by getting 
them to analyse and discuss topics under investigation in the classroom: 
To be able to get them to do something, then to analyse it, discuss it or 
whatever and move on from there or getting them, introducing something 
and then getting them involved in some type of hands-on activity, I think 
it's very important (Interview B, p. 13).  
 
Teachers in this conception use teacher-student, student-student and student-
teacher interactions to gauge if students understand the material presented in the 
classroom. As in previous conceptions, the teacher prepares and organises the 
materials used in these learning activities. However, in this conception the 
teacher uses group activities as a pedagogic device to engage students in this 
preparatory work.  
 
4.4.1.3 Development of social and emotional skills 
In teachers' descriptions relating to this conception, the importance of the 
development of interpersonal skills is recognised. These interpersonal skills 
include empathy, respectful interactions with others and assertiveness:  
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Values such as mutual respect in a classroom, of understanding and 
listening to other people, of knowing that there is a time to actually speak 
and to interact with other guys in the class, but also know there's other  
 
times when you need to be quiet, you need to listen and you need to be 
responsive to other people (Interview I, p. 33).  
 
Several teachers acknowledge that these social and emotional skills are life skills 
that are used beyond the classroom:  
 I've always taught for students to have a sense of when they leave school, 
that they take these skills with them to be able to survive, and know that 
they have some life skills rather than, you know, all the theory part of 
things but um, if I know that they're taking away something that they can 
survive with in the real world (Interview N, p. 33). 
 
In teaching social and emotional skills, the emphasis is on the social-emotional 
development of the student as a person rather than solely on the academic 
development of the student: 
 We do a lot of assertive work and um looking at how to be assertive as 
opposed to aggressive or submissive and trying to help with own personal 
well-being (Interview F, p. 4).  
 
There is less of a power imbalance between teacher and students than in previous 
conceptions. Teachers describe getting students to work and to cooperate in the 
classroom through the rapport that exists between teacher and students, rather than 
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focusing on the enforcement of rules and the use of punishment. The notion of 
respect between teachers and students begins to emerge in this conception:  
You build up that rapport and relationship and then once that rapport is 
there you can utilize I suppose that relationship by saying “come on mate 
you know you can do better than that”,  and using that, not as a way to plead 
them to get more work but at least to, to encourage them, I suppose, to work 
hard and if you have that rapport with them, then 9 times out of 10 you, a 
student will try to do that because they want to try to please you, because 
they know that by not doing that you're not, they're not living up to I 
suppose that mutual respect that you have for each other (Interview I, p. 
32).  
 
Teachers work with students to establish expectations for behaviour rather than 
through threats or punitive measures. As such, more equal power relations exist 
between teacher and students than in previous conceptions thus far.  
 
4.4.2 Structural aspects of facilitating 
In the facilitating conception, the focus is on the teacher-student-teacher 
relationship. The teacher works with students rather than providing information 
or skills to students. This conception is identifiably different from the previous 
conceptions as it focuses on the personal development of the student in addition 
to academic development. By personal development, the researcher means the 
social and emotional skills that students need to use in interactions with others. 
As such, this conception is education-focused rather than exam-focused as it 
focuses on the development of the student beyond academic achievement.  
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Teachers in this conception use a wider range of pedagogic practices than in 
previous conceptions. These practices include the use of group activities. While 
the teacher is responsible for the structure and content of these activities, the  
teacher acknowledges the interests and talents that the students bring to the 
classroom.  During these group activities, students learn through interactions with 
each other and with the teacher.  
 
In previous conceptions, the interactions between teacher and students have been 
mainly one-way, from teacher to student. However, two-way dialogue between 
teacher and students is central to the facilitating conception of pedagogic 
connectedness.  Table 4.3 shows the key aspects of the facilitating conception of 
pedagogic connectedness. The interview extract from Teacher O reveals that, in 
this conception, teachers act as facilitators of student learning.  
 
Table 4.3 Structural and Referential Aspects of the Facilitating Conception 
of Pedagogic Connectedness 
Conception Referential aspects Structural aspects 
Facilitating  Facilitating is perceived 
as assisting learning and 
understanding in students 
Education-focused rather 
than focus on academic 
performance only  
 
Illustrative example: 
 
… they're doing it themselves while we've given them guidelines. We 're now there just to 
support them and they've got to do the rest (Interview O, p. 52)  
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4.5 Category 4: Guided participation 
This conception is different from the facilitating conception in that teachers talk 
about helping students to take responsibility for their own learning. In previous 
conceptions, the teacher delivers the learning material and organizes and directs 
the learning experiences in the classroom. In this guided participation conception, 
teachers deliberately plan and guide students towards becoming independent 
learners. Students are provided with opportunities to initiate learning experiences 
rather than the teacher providing the information or constructing the classroom 
activities. As in the previous conception, teachers described working with 
students. However, in the guided participation conception, teachers focus on 
developing in students a more independent approach to learning. This 
independence extends also to life outside the classroom. In this conception, 
teachers recognize and cater for the uniqueness of individual students.  
 
4.5.1 Referential Aspects of Guided Participation 
 
The referential aspects of guided participation consist of four elements. These 
aspects are:  
• providing challenges for students, developing self-responsibility for 
learning,  
• developing as an individual and  
• mutual respect in authority relations between teacher and students.  
The following section describes each aspect. 
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4.5.1.1 Providing challenges for students  
In this conception, teachers' descriptions focus on challenging students 
intellectually, emotionally and socially. The guided participation conception is 
the first to acknowledge the importance of success in the classroom for all 
students. Intellectually, teachers encourage students to move beyond their initial 
level of understanding to a deeper understanding of the object of learning:  
 
 And I try and ensure in all my lessons no matter what the subject is that 
there is success for all students um at various levels and I guess the 
challenge is when you've got a variety of students is to try and get work 
out of all students who 1) have success in and 2) challenge students who 
you know, might be more successful in certain work. So, I try and 
challenge students to go beyond what they perhaps might normally go to 
in the lesson (Interview F, p. 1).  
 
One teacher perceived that high achieving students in particular require 
challenging activities to maintain interest levels:  
For a certain group, they need that challenge and they more or less, you 
know thrive on it. I think they thrive on a challenge and if you don’t have 
that sort of challenge at some points in your classes, then, you know, 
you're going to kill off a lot of um, um, a lot of initiative, kill off a lot of, 
you know, interest for the higher order, you know, for the high achievers 
if you like (Interview J, p. 44).  
 
In the previous conception, teachers used words such as “facilitating” and 
“helping” when describing their interactions with students. Teachers focused also 
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on engaging students by using group activities. In the guided participation 
conception however, teachers use words such as “challenge” and “extend” in 
their descriptions of their interactions with students. These interactions extend  
beyond helping students to understand the content of the learning material to 
guiding students towards becoming responsible for their own learning. Some 
teachers spoke also of encouraging students to be creative in their thinking: 
 Encourage them to be creative in their thinking. Every answer's a 
possibility, OK and then say well do you think that's a reality or what? So, 
you encourage them to think more deeply or where do you think you 
would find out a bit more information? (Interview G, p. 15).  
 
Other teachers challenge students to reflect on their work in order to gain deeper 
understanding of the object of learning. As such, teachers perceive students as 
active participants in the learning process: 
 I encourage that reflection because I, how did you do that, and writing 
and talking about their writing, how did you do that? Tell me how you did 
that?  Interviewer: So getting them to explain? Teacher G: Explain, yes, 
that metacognition. Very important, getting them to constantly think how 
did I do that? (Interview G, p. 19).  
 
Unique to this conception, some teachers described challenging students by 
encouraging academic risk-taking. The guided participation conception is the first 
conception also in which teachers spoke of having high expectations for their 
students: 
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               I expect them, ask them and invite them to take a risk (Interview K, p. 
1) 
 
One teacher recognised the need for supporting students in this risk-taking. This 
teacher recognises the significance of teaching students that some obstacles such 
as failure are inevitable in life. More significantly, this teacher demonstrates how 
students may be encouraged to try again after experiencing adversity. The 
significance of this ability to overcome adversity or resilience (Fuller, 1998) was 
described in Chapter 2 and will be addressed again in the next chapter in relation 
to the discussion of the results of this study. Teacher Q spoke about the role of 
risk-taking in the learning process: 
The kid takes risks and fails and it doesn’t work, well, I think that's part of 
the learning process and support them through that and encourage them to 
take a risk next time and they will get it right, and work from there 
(Interview Q, p. 63).  
In summary, teachers in this conception challenge and encourage students to 
become critical thinkers and to develop their own views on topics inside and 
outside the classroom.  
 
4.5.1.2 Developing self-responsibility for learning 
 
In previous conceptions, teachers were responsible for planning and structuring 
classroom activities. In the guided participation conception, teachers spoke of 
giving students some freedom to choose and negotiate some learning experiences 
in the classroom:   
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I try to get the kids and say well what do you want to do and try to give 
them as much say in the process as possible, which I would never have 
done in the past probably um and again I think the, the relationship 
building is something that I have developed over the years because I've 
learnt that that's a better way to get something out of them (Interview L, p. 
15).  
And from Teacher R: 
I like to allow students to drive a little bit of what we do (Interview R, p. 
1).  
 
One teacher indicated that time was a prerequisite to developing a working 
relationship with students. Once a positive, teacher-student relationship was 
established, students would be more likely to reveal the ways in which they 
would prefer to learn: 
I said to them at the beginning, you know, we'll do this. We've got this 
unit we have to do and then we can choose. Then, there are a few things 
we can choose from and at the moment I don’t think they really know but 
I think at times they will probably have a better idea and they will 
probably tell me when I ask them, OK, what do you want to do in the next 
unit? After we've been working for a while, I think they'll know me, and 
they'll be more probably inclined to tell me what they would prefer to do 
(Interview L, p. 15).  
 
In their descriptions, several teachers suggested that students developed 
responsibility for their own learning gradually over time:  
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There are some students where I say, "you've got it. You know, you know 
how, what to do and how to do it and you, you're needing less and less of 
my direction to be able to do it (Interview R, p. 6).  
 
In this conception, teachers encouraged students to reflect on their learning 
experiences in the classroom. In this way, students could identify areas that might 
require improvement. In addition, teachers identified that interactions with peers 
provided opportunities for students to evaluate the work of others in their class:  
I'll also do peer evaluation so they can talk to each other about how they 
think they've gone and then there's self-evaluation. What did I achieve this 
week, for example? I succeeded in, I did this well, um, I, I learnt this and I 
was really confident in this but I wasn’t so confident in these, these. I 
need help therefore in this, this, this. So that's again that negotiated 
learning and helping the student learn more effectively (Interview G, p. 
10).  
 
4.5.1.3 Developing students as individuals 
 
In the facilitating conception, teachers described developing interpersonal skills 
in students. These skills were used mainly to facilitate the use of group activities 
in the classroom rather than developing students as individuals. In the guided 
participation conception, teachers focused on recognizing the uniqueness of each 
individual student:  
I give them nicknames and the purpose of the nickname is to make them 
feel unique (Interview M, p. 24). 
 
  
169
Significant to this conception, teachers spoke of sharing some aspects of their 
personal lives with students. In the facilitating conception, teachers shared 
something of their lives with students also, but the focus was on sharing of 
interests rather than sharing more personal experiences with students. In this 
conception, interactions between teacher and student involve two-way dialogue 
that is on a more personal level than previous conceptions: 
I would suggest that the students have either revealed to me or talked to 
me about something that’s been very personal in their life and you're able 
to also reveal something about your own life, which they have connected 
with as well. It's probably the times when it is most satisfying because 
you have connected with another person in terms of it's not a student-
teacher relationship. It's more of a person-person relationship (Interview I, 
p. 37). 
  
In guided participation, the engagements between teacher and student move away 
from the traditional impersonal, distant, teacher-student relationships to closer, 
personalized, more equal relationships in which the teacher acts as a guide to 
students. In acting as guides, teachers facilitate students’ interactions with 
learning materials and with each other to build new knowledge or to rearrange 
existing knowledge. The students actively process and reconstruct information in 
new and personally relevant ways. Thus, teachers recognize and cater for the 
individual learning styles of students.  
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In this conception, teachers use a variety of pedagogic approaches in the 
classroom to engage individual students. These approaches include one-on-one 
interactions between teacher and student: 
I guess sometimes you'll have to sit down just with perhaps one student 
for half a lesson if they're just completely stuck on one thing, because you 
know that unless you don’t, if you don’t do that um, they will never get 
past where they are (Interview S, p. 22).  
 
Teacher-student-teacher interactions assist in developing students as learners 
within the classroom and beyond the confines of the classroom. It is this aspect 
that distinguishes this conception from previous conceptions:  
I would use statements like, is that really the person you want to be? Are 
you reacting to a situation or are you saying, no, I'm on target here, I 
really want to be this person and so I would use words like that so that 
they became aware, self-aware of what they were doing (Interview M, p.  
29).  
 
4.5.1.4 Mutual respect between teacher and student 
In this conception, teachers describe the power relationship between teacher and 
students as equal rather than authoritarian. Teachers perceive that these 
interpersonal relationships facilitate learning. This is significant to this study as it 
is the nature of these engagements that is central to pedagogic connectedness:   
It's just like you're on the same level. You can understand what that 
person says and similarly you have revealed part of your own life to that 
person as well. It’s that, and that time when, I suppose you are closest to 
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and have the greatest opportunity to, then get them to learn the greatest, I 
think (Interview I, p. 37). 
Teachers used words such as “empathy”, “compassion” and “reassurance” in 
their descriptions of interactions with students. Teachers and students treat each 
other with respect during their interactions: 
I treat them on the same level. There's a relationship there but yet there's 
room to move where discipline needs to be uh brought in uh. Yet it is 
done with a compassion that uh after the discipline's happened, a period of 
time will elapse and then we'll sit down and talk about it on a one-to-one 
with a compassionate and empathetic sort of a manner, just to make sure 
the learning has taken place within the discipline process (Interview M, p. 
24). 
 
Teachers expect students to demonstrate empathy also in their interactions with 
teachers and others in the classroom. The development and use of social and 
emotional skills were seen as part of student learning experiences: 
Values such as mutual respect in a classroom, of understanding and 
listening to other people, of knowing that there is a time to actually speak 
and to interact with other guys in the class, but also know there's other 
times when you need to be quiet, you need to listen and you need to be 
responsive to other people (Interview I, p. 33).  
 
Teachers in this conception focused on engaging students intellectually. 
However, teachers accepted and reassured students who were unable or unwilling 
to engage at that high intellectual level in the classroom:  
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I think you have to reassure kids that, look, it's alright if you don’t, if you 
don’t follow this, um at this stage. You know, you know, we're looking, 
we're just looking at it because, you know, it's interesting or whatever and 
it's worth pursuing, but some of you, you know, might make more sense 
of this in a subsequent grade or whatever, but we're just looking at it 
because it's interesting and offers something (Interview J, p. 45).   
 
 
4.5.2 Structural aspects of guided participation 
 
In this conception, the focus has moved from the teacher to the student, in 
particular the focus is on the quality of the relationship between teacher and 
student. As in the previous conception, the teacher works with students to 
facilitate academic and personal development. However, this conception differs 
in that the focus is on the teacher working with each individual student rather 
than with the group of students as a whole. Teachers and students act as partners 
in learning and teachers perceive themselves as more experienced equals in the 
learning partnership.  
 
Guided participation was the first conception of pedagogic connectedness in 
which teachers spoke of self-reflection. Teachers described using self-reflection 
to evaluate the effectiveness of their own teaching practices. Students were 
encouraged also by teachers to reflect on their own performances and behaviour 
in the classroom. Teachers described using self-talk and encouraging students to 
use self-talk as a way of challenging themselves and to develop as learners and as 
individuals.  
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The referential and structural aspects of the guided participation conception are 
shown in Table 4.4.  In guided participation, pedagogic connectedness is 
perceived by teachers as guiding students to become independent learners in the 
classroom and to assist students in their personal development in addition to their 
academic development. The focus in this conception is on the quality of the 
relationship between the teacher and individual students.    
 
Table 4.4 Structural and Referential Aspects of the Guided Participation 
Conception of Pedagogic Connectedness 
Conception Referential aspects Structural aspects 
 
Guided participation 
Guided participation is 
perceived as encouraging 
students to become 
independent, both as 
learners and as 
individuals in society.  
The focus is on the 
quality of the relationship 
between teacher and 
individual students 
 
Illustrative example: 
 
… is that really the person you want to be? Are you reacting to a situation or are you saying, 
no, I'm on target here, I really want to be this person and so I would use words like that so 
that they became aware, self-aware of what they were doing (Interview M, p. 29)  
 
 
 
4.6 Category 5: Mentoring 
The final conception to emerge from the data in this study is mentoring. This is 
the most complex conception of pedagogic connectedness. The narrowest 
conception, information providing, focuses on the teacher and the quantity of 
  
174 
information that the teacher transmits to students. In the mentoring conception, 
the teacher-student relationship moves beyond those described in previous 
conceptions. In this conception, the focus is on the partnership between teacher 
and student and the quality and duration of that partnership. These teacher-
student partnerships are viewed as long-term relationships, extending well 
beyond the years of schooling.  
 
When describing this conception, teachers speak of the development of students 
as lifelong learners rather than only as students in the classroom. As such, there is 
a greater emphasis on attitudes and values outside the classroom than in previous 
conceptions. Teachers see themselves working alongside parents as partners in 
the students' development. As such, teachers perceive themselves as equals, albeit 
more experienced equals, to students in the teacher-student partnership. Further, 
there is a sense of community between teachers and students in this conception. 
Manning and Bucher (2005) define sense of community as a “feeling of 
togetherness where students and teachers get to know each other sufficiently well 
to create a climate for intellectual development and shared educational purpose” 
(p.300). In this conception, teacher and students share a mutual commitment 
toward a common goal, the development of the student to be a well-adjusted, 
contributing member of society.  
 
4.6.1 Referential Aspects of Mentoring 
Two key referential components of the mentoring conception are present. These 
are:  
• Development of character in students  
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• Passion for teaching and learning. 
 Each of these aspects is described in the following sections.  
 
4.6.1.1 Development of character 
In the guided participation conception of pedagogic connectedness, teachers 
recognized the uniqueness of each student. The mentoring conception differs 
from this previous conception in the way that teachers deal with this uniqueness. 
While previous conceptions have focused on the present, teachers in the 
mentoring conception describe ways in which teachers work with individual 
students to effect changes in the future behaviours and attitudes of students. In 
this conception of pedagogic connectedness, teachers perceive that their teacher-
student interactions will assist students in becoming well-adjusted and 
contributing adult members of society. As such, teachers assist students in 
character development through character education. According to Kohn (1997), 
character education refers to anything beyond academic development that helps 
early adolescents grow into good people. It is this definition that is used in the 
context of this study. The following extract from Teacher S reveals a focus on the 
character development of students:  
You are teaching a person that, you know, you hope will remember you 
and, and you hope will get something out of their time being in your 
classroom and, and that's that really. You try to teach human beings to be 
human beings in a society (Interview S, p. 14).  
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Two teachers describe teacher-student interactions as partnerships that include 
students' parents. These teachers perceive themselves as significant others in the 
lives of their students: 
 I think they see you as this person who does go out of their way to spend 
time with them and you also relate to their parents when they're out there  
and so it creates an environment where, hopefully they like you, but it 
creates an environment where mum, dad, teacher and student are all 
working together in and outside the school (Interview M, p. 30).  
 
In their partnerships with students, teachers challenge students to reflect on the 
people that they would like to become in the future. Again, the focus is on 
development beyond the walls of the classroom and beyond the years of 
schooling: 
 We talked about who do you really want to be? Who do you want to be 
when you finish school? And to, to get them to come out with that, I said, 
well OK, let's think of you at your 21st birthday, a really special occasion, 
everyone's there for you and you've got 5 people that you want to speak at 
your 21st. One might be your mum and dad, mum or dad, one might be a, 
your best friend from school, one might be your favorite teacher, one 
might be your best friend from sporting or cultural uh place and another 
one might be your brother or sister uh and you write down 5 things that 
you would like them to say uh and things to do with your effort, the way 
you approach life and so forth (Interview M, pp. 28-29).  
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As can be seen from the preceding interview extracts, spending time with 
students was perceived also as important in establishing and maintaining 
relationships with students. This time was not necessarily always in the classroom 
but included time spent during activities such as sports that are conducted out of 
class time. Further to this, the duration of this relationship was seen to extend 
beyond the years of schooling of the students.  
 
4.6.1.2 Passion for teaching and learning 
Unique to this conception, teachers speak of their passion for teaching and 
learning and speak also of sharing this passion with students. Teachers describe 
this passion as extending beyond enthusiasm. The way in which teachers 
externalize this passion helps to distinguish this conception from previous 
conceptions of pedagogic connectedness. This passion encompasses a love of 
learning and a love of life.  
 
In the guided participation conception, teachers spoke of sharing something of 
their personal lives with their students. In the mentoring conception, teachers did 
not speak of revealing more details of their lives (as models or examples) to 
students, but of becoming vulnerable as a result of sharing some aspects of their 
lives with students:  
Passion is enthusiasm, and it's kind of, it, it becomes almost um 
embarrassing enthusiasm where you put your personality on the line just 
so you can get, you know, your passion across (Interview S, p. 16).  
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Teachers stated that these close interpersonal interactions with students led also 
to the development of mutual respect between teacher and students. One teacher 
described this mutual respect developing from the passion shown by the teacher 
for his subject area: 
I can speak about my own life and, and, you know, I do my own work in 
the art room and the boys see that and they'll ask me what it's about and 
that then gives me a chance to ask them about the same things and I guess 
um, my relationship is, it's like a relationship of passion because art is a 
passion that the boys see me living it out and they know I'm enthusiastic 
about it and so there's a kind of respect for art that they show towards me, 
just out of respect of me, I guess (Interview S, p.16).  
 
This passion extends beyond the classroom and subject areas to include a zest for 
life. Teachers in this conception describe encouraging students to become 
enthusiastic about learning and life in general: 
For them to become responsible for themselves, for their learning, um to 
love life and want to live it and give everything the best they've got. 
That’s with everything, be self, be self-directed uh and not be reactive. 
Yeah, just to love life, just give it a go (Interview M, p. 30).  
 
 In this conception, teachers speak also of the intrinsic enjoyment of working with 
students. Unlike previous conceptions, teachers speak of maintaining these 
relationships with students and with their families beyond the years of schooling. 
In their partnerships with students, teachers consider themselves to be learners as 
well as teachers alongside their students:  
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There's a genuine enjoyment of being with, with children, boys uh, one 
that there's a, there's a greater goal that you're working with the students 
and yourself to go through life and learn from each other…Yeah and uh, 
really the, just the, the enjoyment that comes from within uh, you can do 
many things in life and they're enjoyable but, the enjoyment sort of sits 
outside you, an external thing, whereas this is a, a, something that comes 
from within (Interview M, p. 24).  
Thus, the global meaning assigned by teachers to pedagogic connectedness in this 
conception is that of teachers acting as mentors to students in their academic and 
personal lives in their schooling years and beyond.  
 
4.6.2 Structural aspects of mentoring  
 
The critical aspect of pedagogic connectedness in the mentoring conception is the 
focus on the long-term nature of the partnership between teacher and student. As 
such, the teacher has a nurturing role in the development of students. This 
nurturing role extends to developing students intellectually, socially, emotionally 
and spiritually and includes preparing students for their personal lives and their 
working lives. The teacher/mentors prepare students to become valued, 
contributing, adult members of society.      
                                                                                                                                                          
One key aspect that delimits the mentoring conception from previous conceptions 
is the intensity of the enthusiasm that teachers have for their subject discipline. In 
previous conceptions, while teachers described using self-reflection to evaluate 
and improve their own teaching practices, they did not articulate passion for their 
areas of expertise. This zest for life and learning is shown in the summary of the 
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referential and structural aspects of the mentoring conception in Table 4.5. 
Teaching is seen as an emotional rather than emotionless activity in which 
teachers perceive that the enthusiasm and passion that they demonstrate is 
contagious. As such, teachers believe that, through their passion for teaching and 
learning, students will be enthused to learn.  
 
Table 4.5 Structural and referential aspects of the mentoring conception of 
pedagogic connectedness 
Conception Referential aspects Structural aspects 
 
Mentoring  
Mentoring is perceived 
as teachers acting as 
mentors to students in 
their academic and 
personal lives within and 
beyond school as a 
partnership between 
teacher and student that 
extends beyond the years 
of schooling.  
The focus is on the 
passion and enthusiasm 
that binds students and 
teachers together as one 
working toward a 
common goal 
Illustrative example: 
 
… there's a genuine enjoyment of being with, with children, boys uh, one that there's a, 
there's a greater goal that you're working with the students and yourself to go through life and 
learn from each other and uh, really the, just the, the enjoyment that comes from within uh, 
you can do many things in life and they're enjoyable but, the enjoyment sort of sits outside 
you, an external thing, whereas this is a, a, something that comes from within (Interview M, 
p.  24)  
  
181
4.7 The structure of the outcome space 
As previously discussed in Chapter 3, the results of phenomenographic studies 
are presented in the form of an outcome space that reveals how the categories of 
description of the phenomenon under investigation are internally related 
(Trigwell, 2000). In this section, the relationships between the categories that 
describe teachers' perceptions of pedagogic connectedness are discussed. In this 
study, these categories of description may be considered to be a continuum that 
increases in complexity from category 1, the information providing conception 
through to category 5, the mentoring conception. Each successive conception is 
delimited from previous conceptions by a change in focus within the aspects of 
pedagogic connectedness.  However, some categories may contain aspects of 
previous categories but extend meaning beyond those described in less complex 
categories. For example, in the guided participation conception, teachers 
encourage students to become independent learners. This aspect reappears in the 
more complex mentoring conception. However, in this latter conception, the 
focus on independent learning extends beyond the classroom and beyond the 
years of schooling to encourage students to become lifelong learners. As such, 
this aspect contains deeper and richer meanings than in the guided participation 
conception.  
 
The categories of description of pedagogic connectedness form a hierarchical 
arrangement from the information providing conception through to the mentoring 
conception. As seen from Table 4.6 (p. 181), there is a change in focus from 
teacher-centred to student-centred across the categories of description. As this 
focus changes from teacher-centred to student-centred, pedagogic connectedness, 
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as perceived by teachers in the middle years of schooling, provides richer and 
more long-lasting experiences for students.  
 
Across the categories, the concept of pedagogic connectedness moves away from 
dependence on teachers for student learning towards students becoming more 
self-responsible for learning. The facilitating conception may be viewed as a 
transitional or intermediate conception between dependence and independence in 
learning. In the facilitating conception, teachers engage in two-way dialogue with 
students to facilitate learning. Unlike the information providing and the 
instructing conceptions, students are viewed as active participants in the learning 
process. However, in the facilitating conception, teachers do not describe how 
they provide students with opportunities to initiate their own learning experiences 
as they do in the guided participation and the mentoring conceptions.  
 
The five qualitatively different ways of experiencing pedagogic connectedness 
link to form a hierarchical relationship. Each category in this hierarchy subsumes 
the aspects of pedagogic connectedness contained in the categories lower in the 
hierarchy. As such, each successive category in the hierarchy is increasingly 
more complex than the previous category.  The repertoire of pedagogic practices 
dimension of pedagogic connectedness demonstrates this progression. In the 
information providing conception, teachers employ a limited range of pedagogic 
practices, with direct or whole group instruction the key pedagogic practice. With 
each successive conception through to the mentoring conception, the range of 
pedagogic practices becomes more extensive and includes the pedagogic 
practices contained within the less complex conceptions. When describing the  
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Table 4.6 Structural and referential aspects of pedagogic connectedness 
 
Teacher-centred 
 
Transitional 
 
Student-centred 
 
 
Structural→ 
 
 
 
Referential 
       ↓ 
 
Focus on 
content 
Focus on 
skills 
Focus on 
understanding 
Focus 
on personal 
and 
academic 
development 
Focus on 
students as 
lifelong 
learners 
Transmission 
of knowledge  
Information 
providing 
conception 
    
Application of 
knowledge 
and skills 
 Instructing 
conception
   
Facilitating 
student 
understanding  
  Facilitating 
conception 
  
Challenging 
and extending 
students  
   Guided 
participation 
conception 
 
Imparting a 
passion for 
learning to 
students 
    Mentoring 
conception
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most complex conception, mentoring, teachers spoke of engaging students by 
using a wide array of pedagogic practices in the classroom. Further, the teachers  
in this conception modify these practices to cater for the needs and interests of 
individual students. 
 
Key similarities and differences within the data form the basis of the hierarchical 
relationship between the categories of pedagogic connectedness. Figure 4.1 (p. 185) 
reveals these dimensions of variation that shaped the outcome space of pedagogic 
connectedness. Teachers' experiences of pedagogic connectedness lower in the 
hierarchy focus on the traditional role of the teacher as knowledge expert and 
authoritarian. However, higher in the hierarchy, there is a change in focus with 
teachers perceived as more experienced equals who direct their attention to the 
character development of students. Contained within these categories of description 
also is a change in emphasis on the quantity of knowledge transmitted being lower in 
the hierarchy to an emphasis on the quality of the partnership between teacher and 
student in the broadest conception. As such, while the narrowest conception focuses 
on an increase in content knowledge, the broadest conception has a more altruistic 
focus on attitudes and values. Thus, the experience represented by the broadest 
conception of pedagogic connectedness is of the holistic development of students 
rather than purely academic development.  
 
4.7.1 Relations between teachers' descriptions of pedagogic connectedness  
 
In their individual accounts, some teachers described aspects of pedagogic 
connectedness that were of varying complexity. As such, these individual 
descriptions contained aspects of differing conceptions. The following extract 
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from Teacher F illustrates this point more explicitly. The descriptions of 
pedagogic connectedness described by Teacher F include aspects of information 
providing (category 1) and also include aspects of the more complex facilitating 
(category 3). This account of pedagogic connectedness indicates also that the less 
complex descriptions are subsumed under the more complex categories:  
I try to mix up my lessons in terms of the way I um, the way that things 
are given. Sometimes, it's information giving, sometimes it's um working 
in small groups and having discussions um or it could be activity sheets 
that get students to talk about some of their experiences or I might get 
them to think about what the information is in the lesson um and then get 
them to discuss that with other students and try and get more information 
from that. (Interview F, p. 1). 
 
The following excerpts from Teacher B reveal conflicting ways of experiencing 
pedagogic connectedness. The first extract indicates an authoritarian approach to 
teacher-student relationships within the classroom:  
It’s my impression that if I let them watch a popular video, that they 
would have a sense of walking over me or having just one up over me and 
that I guess I need to be in control, a typical teacher maybe (Interview B, 
p. 19).  
 
However, the following account from the same teacher describes the importance 
of establishing a close relationship with students to facilitate learning. This 
teacher contrasts aspects of the information providing conception with aspects of 
the facilitating conception. This teacher suggests that information providing may 
  
186 
be equated with a lack of concern for students. Thus, the information providing 
conception is perceived by this teacher at least as less desirable:  
 
I think if you're distant and not friendly you're setting up an immediate 
barrier there and if boys don’t understand something they're not going to 
want to ask you a question because if you appear distant well you're 
probably not going to be a good listener as well. They probably think of 
you as someone who's just giving out information and not um concerned 
(Interview B, p. 21).  
The extracts contained in this section indicate that teachers whose descriptions 
may be assigned to more complex ways of experiencing pedagogic connectedness 
also have an awareness of aspects of the less complex conceptions. As such, these 
teachers may move between different ways of experiencing pedagogic 
connectedness. In so doing, teachers' awareness of critical aspects of pedagogic 
connectedness change.  
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Categories of Description Dimensions 
of Variation 
↓ 
1 
Information 
Providing 
2 
Instructing 
3 
Facilitating 
4 
Guided Participation 
5 
Mentoring 
Perceived 
influence on 
student 
Academic 
performance 
Academic 
performance 
Academic 
performance and 
personal 
development 
Academic 
performance and 
individual 
development  
Academic and 
individual 
development and 
lifelong learning 
Student 
motivation 
 Extrinsic Intrinsic Intrinsic Intrinsic 
Classroom 
atmosphere/ 
authority 
relations  
Impersonal/ 
emotionally distant  
 
 
 
Authoritarian-few  
teacher-student 
interactions  
Impersonal 
 
 
 
 
 
Authoritarian-mainly 
 one-way 
interactions from 
teacher to students  
Sees student as a 
person/ 
learner 
 
 
 
Two-way 
interactions between 
teacher and students 
Warm, supportive, 
mutual respect 
 
 
Two-way 
interactions between 
teacher and students  
Warm, 
supportive, 
mutual respect 
and commitment  
 
Extensive two-
way interactions 
between and 
among teacher 
and students  
Repertoire of 
pedagogic 
practices 
Direct instruction  Direct instruction 
and skill practice 
Variety of pedagogic 
practices with focus 
on group activities 
Variety of pedagogic 
practices with some 
student negotiation 
of learning 
experiences 
Variety of pedagogic
practices with studen
negotiation of learni
experiences 
Perceived 
role of 
teacher/ 
student  
Teacher as expert/ 
student as novice 
Teacher as expert/ 
student as novice 
Teacher recognises 
prior knowledge of 
students 
Teacher as more 
experienced equal 
Teacher as more 
experienced equal 
in long-term 
partnership with 
student 
Focus of 
teaching and 
learning 
Quantity of 
knowledge 
transmitted  
Quantity and quality 
of skill acquisition 
Quality of  
teacher-student 
relationship 
Quality of teacher-
individual student 
relationship 
Quality of 
teacher-student 
partnership  
 
Figure 4.1 Summary of pedagogic connectedness 
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As shown in Figure 4.1, teachers' experiences of pedagogic connectedness vary 
across a number of dimensions of variation. For example, in category 1, teachers 
perceive that their impact on students relates only to academic performance 
whereas in category 5, teachers perceive that their impact is more far-reaching 
and affects students throughout their academic and personal lives beyond the 
classroom and beyond the years of schooling. Teaching and learning also change 
across the categories in addition to the breadth of impact. The teaching and 
learning focus changes from the quantity of knowledge the teacher transmits to 
students to the quality of the individual teacher-student partnership.  
 
A further dimension of variation of pedagogic connectedness is the perceived role 
of the teacher and of the student. In the least complex category, the teacher is 
perceived as a subject expert and the student a novice whereas in the most 
complex category, the teacher remains an expert but with an expressed passion 
for their area of expertise and the student is perceived as a less experienced yet 
knowledgeable and contributing partner in the learning process. The two least 
complex conceptions, information providing and instructing, are similar in the 
way in which teachers perceive themselves as subject experts. However, the point 
of departure is the focus of the object of learning. In the information providing 
conception, teachers focus on imparting declarative knowledge to students. 
Declarative knowledge consists of information such as facts, concepts and 
generalizations that are contained within content knowledge (Marzano & 
Pickering, 1997). This type of knowledge is described succinctly as knowing 
"what". In the instructing conception, teachers focus on procedural knowledge. In 
learning procedural knowledge, the learner performs a process or demonstrates a 
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skill (Marzano & Pickering, 1997). As such, procedural knowledge is described 
as knowing "how". Thus, the key difference between the roles of the teacher in 
the information providing conception and the instructing conception is that in the 
information providing conception, the teacher focuses on memorisation of 
knowledge whereas in the instructing conception, the teacher focuses on skill and 
strategy acquisition and application in students. In both cases, the teacher is the 
subject discipline expert and the students are the novices.  
 
Category 3, the facilitating conception, is significant in that it marks the transition 
from teacher-centred to student-centred practices. In their accounts of this 
conception, teachers described encouraging two-way teacher-student interactions 
in the classroom to facilitate learning. This conception is different from the less 
complex conceptions as it is the first to acknowledge the prior knowledge and 
experience that students bring to the classroom. As the name suggests, in this 
conception of pedagogic connectedness, teachers perceive their role as facilitators 
of learning rather than merely as providers of declarative or procedural 
knowledge.  
 
The key difference between teachers' roles in the previously mentioned 
conceptions and the two most complex conceptions is the status of the teacher in 
the classroom. In the guided participation conception and the mentoring 
conception, teachers spoke of mutual respect between teachers and students with 
the teachers in both conceptions perceiving their roles in the classroom as more 
experienced equals in partnerships with students. This is significant to this study 
  
190 
as mutual respect between teachers and students is central to pedagogic 
connectedness.  
 
The status of the teacher in the classroom as a more experienced equal is common 
to both the guided participation conception and the mentoring conception. 
However, it is the extent of the role of the teacher that delimits these two 
conceptions from each other. In this study, the extent is defined by the depth and 
duration of the relationship. In the mentoring conception, teachers perceive their 
roles as pivotal in the social, emotional, intellectual and academic development of 
students in their years of schooling and beyond into the adult years. This contrasts 
with the perceived role of teachers in the guided participation conception in 
which teachers also focus on academic and character development of students, 
but within the years of schooling. The researcher acknowledges however that 
teachers in the guided participation conception may tacitly focus on students' 
lives beyond the years of schooling but it is not externalised by teachers in this 
conception.  The depth of the relationship between teacher and student in the 
mentoring conception is such that both teacher and student develop a special 
bond based on mutual respect and commitment in which the natural progression 
is to maintain contact with each other beyond the years of schooling. Poulson and 
Fouts (2001) use the term "affect attunement" to define this kind of emotional 
connectedness between individuals.  The nature of affect attunement is discussed 
in the following chapter.  
 
The outcome space of this study is a diagrammatic representation of the 
categories of description of pedagogic connectedness and the relationships 
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between them (Marton, 1988). As shown in Figure 4.2, the most complex 
conception, mentoring is innermost as it represents the core of 
 
 
Figure 4.2 Outcome space of pedagogic connectedness 
 
pedagogic connectedness. Each successively less complex conception is situated 
further away from this core. Information providing, being the least complex 
conception is shown at the outside boundary of the outcome space. As stated 
earlier in this section, the six dimensions of pedagogic connectedness are of equal 
importance. Within the outcome space, each dimension is represented equally as 
a point on a star. The narrowing of the points from the centre of the star to the 
outermost tips symbolises a change in complexity within the dimensions from 
more complex to less complex.  
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4.8 Summary  
This chapter has described the five qualitatively different ways of experiencing 
pedagogic connectedness that emerged from this study. These are: information 
providing, instructing, facilitating, guided participation and mentoring. These 
categories of description have been constituted from the transcripts of interviews 
with teachers of years 7, 8 and 9 boys in the context of a Catholic boys' college. 
The researcher has presented quotes from these interviews alongside the 
categories to demonstrate that the categories are an accurate reflection of the 
views expressed by the interviewees. Thus, a second order approach has been 
achieved and researcher bias while acknowledged has been minimised.  
 
In the simplest conception, the information providing conception, pedagogic 
connectedness is minimal with teachers transmitting a body of knowledge to 
students. The key form of pedagogic practice is direct instruction with the teacher 
taking an authoritarian role in classroom management. The information providing 
conception may be compared with the factory model of schooling described by 
Rogoff et al. (2001). The following chapter discusses this model of schooling 
further.  
 
In the instructing conception, the teacher focuses on providing students with 
skills or strategies that they may adapt to use in different situations. This 
conception has some commonalities with the instrumental approach to learning as 
defined by Ottewill (2003). The next chapter explores some commonalities 
between aspects of the instructing conception and instrumental learning.  
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The facilitating conception marks the transition from teacher-centred to student-
centred conceptions of pedagogic connectedness and moves the focus from the 
teacher to the teacher-student relationship. Student-teacher interactions and 
teacher-student interactions are encouraged in this conception and these 
interactions focus beyond the academic development of students.  
 
The second most complex category of pedagogic connectedness is the guided 
participation conception. This is the first conception in which the classroom 
learning experiences may be considered to be student-centred. The focus in this 
conception is on challenging students intellectually, socially and emotionally.  
Academically, students are encouraged to be risk-takers and to become 
responsible for their own learning.  
 
The mentoring conception is the broadest category of pedagogic connectedness. 
In this conception, the key focus is on the quality of the teacher-student 
relationships where teachers perceive themselves as more experienced equals in 
partnership with the students they teach. Central to this conception is the passion 
that teachers have for teaching and learning that they convey to their students. 
The depth and duration of the teacher-student relationships delimit this 
conception from the others previously mentioned.  
 
A hierarchical relationship links together these five categories of pedagogic 
connectedness. Each successive category subsumes aspects of pedagogic 
connectedness contained in the less complex categories. The categories range 
from a focus on an increase in content knowledge and reproduction of that 
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knowledge in examinations to a focus on preparing students to become 
contributing adult members of society.  
 
The following chapter discusses the findings of this study into the nature of 
pedagogic connectedness and describes the similarities and differences between 
the teachers' ways of experiencing pedagogic connectedness. It also explores the 
links between the findings of this study and the review of literature in Chapter 2. 
Finally, the following chapter discusses how these results may be used to provide 
a framework for changes to pedagogic practices in the college that provides the 
context for this study.  
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CHAPTER 5 
 
Discussion 
 
5.1 Introduction 
This study interrogates the nature of pedagogic connectedness and analyses the 
qualitatively different ways of experiencing this phenomenon. As stated 
previously, pedagogic connectedness is defined as the engagements between 
teacher and student that impact on students' learning. The transcripts of the 
interviews with the teacher-participants in this study indicate that their 
conceptions of pedagogic connectedness fall into five categories. These 
categories are information providing, instructing, facilitating, guided participation 
and mentoring. While the previous chapter introduced the five categories that 
emerged from the data analysis, this chapter discusses the findings of this study. 
 
The five categories exemplify the similarities and differences in the ways in 
which teachers experience pedagogic connectedness. These similarities and 
differences may be explored by either comparing the categories of description or 
by comparing the dimensions that constitute the categories. As described in 
Chapter 3, the researcher uses dimensions in this study to identify common 
themes of variation throughout the categories of description. Samuelowicz (1999) 
states that a direct comparison across categories of description in 
phenomenographic studies "disregards the fundamental differences between the 
constructs" (p. 256) and thus a comparison at the level of the dimensions 
constituting the categories of description is the preferable option. A comparison 
of the dimensions provides an insight into the ways in which the phenomenon 
  
196 
under investigation is perceived and examines the fundamental differences 
between the categories of description. However, the researcher argues that a 
comparison of the categories of description aids in a global understanding of the 
phenomenon under investigation, in this case pedagogic connectedness.  
 
As pedagogic connectedness is a recent phenomenon, it has not been the subject 
of earlier research. Related topics such as teaching and learning have formed the 
basis of many previous phenomenographic studies. In some previous studies 
relating to conceptions of teaching (Pratt, 1992; Samuelowicz, 1999), the same 
fixed set of dimensions is used across all the categories of description. While 
Pratt used dimensions common to all categories, he considered some dimensions 
to be more relevant or prominent than others. Unlike Pratt's study, each 
dimension in the study reported here is considered to be of equal importance. 
More complex categories contain more elaborate descriptions of the same 
dimensions of pedagogic connectedness. Hence, the categories of description in 
this study are hierarchical with the lower level categories subsumed by the more 
complex ones. This hierarchical arrangement of categories also subsumes the 
dimensions.  
 
This chapter compares the findings into this study into pedagogic connectedness 
at the level of categories of description and also at the level of the dimensions 
constituting the categories of description. Further, this chapter discusses how 
some associated studies and the review of the relevant literature as described in 
Chapter 2 are situated with respect to the results of this study.  
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5.2 Links between related phenomenographic-inspired studies and the current 
study 
This section compares the findings of previous phenomenographic studies with 
the findings from the current study.  As stated previously, the construct pedagogic 
connectedness has not been the topic of previous research. However, many 
phenomenographic-inspired studies have been conducted in areas closely 
associated with pedagogic connectedness. These areas include teachers' 
conceptions of teaching and learning (Boulton-Lewis et al., 2001), teachers' 
conceptions of teaching (Kember, 1997; McKenzie, 1996), educational beliefs 
and teaching practices (Samuelowicz, 1999), and conceptions of learning 
(Boulton-Lewis, Marton, Lewis, & Wilss, 2004; Marton et al., 1993).   
 
Some earlier studies have classified learning, teaching and teaching practices 
broadly into two dichotomous groups (McKenzie, 2003; Samuelowicz, 1999). 
The groups are teacher-focused (or teacher-centred) and learner-focused (referred 
to in this study as student-centred). Other studies (Kember, 1997; Prosser, 
Trigwell, & Taylor, 1994; Samuelowicz & Bain, 1992) have included a third 
group. The third group marks the transition between teacher and student-centred 
and is characterized by the recognition that the interactions between teacher and 
student are crucial to student learning. However, Samuelowicz (1999) proposes 
that it is the nature of teacher-student interactions not the interactions themselves 
that define how teaching is conceptualized. Samuelowicz acknowledges that not 
all teacher-student interactions involve students in constructing meaning of the 
content being studied and are used for other reasons, such as monitoring students' 
attention and concentration. As such, Samuelowicz in her study of conceptions of 
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teaching and classifications of orientations of teaching (1999) does not support 
the inclusion of a group marking this transitional stage between teacher-centred 
and student-centred conceptions. In this current study, the data appears to support 
that the nature of all pedagogic teacher-student-teacher interactions within the 
classroom is central to pedagogic connectedness.  
 
Marton et al. (1993), in their study of conceptions of learning, do not 
acknowledge the involvement of the teacher in the learning process. While the 
transformation conceptions of teaching and learning presented by Boulton-Lewis 
et al. (2001) and the learning as changing as a person conception revealed by 
Marton et al. (1993) focus on the growth of the learner as a person, the nature of 
the relationships between teachers and students that result in the transformations 
of the learners is not examined.While these earlier studies have made significant 
contributions to our understandings of teaching and learning, they look at 
learners' conceptions of teaching and learning as a construct whereas this current 
study investigates a construct which is connectedness involving two entities. It 
appears that the perspective that these earlier studies come from is learner as 
object. Here, this process of understanding and managing this interface is critical 
to the whole study. In this current study, the teacher is perceived as an active 
partner in the learning process. In the middle years of schooling teacher-student 
relationships are not left to some automated process, but are actively nurtured and 
are important to student learning. This study examines the relationship between 
the two parties in the teaching process and how this relationship is sustained. The 
findings of this study into pedagogic connectedness complement and extend those 
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of previous studies as they address the affective and attitudinal attributes relating 
to teaching and learning that are absent from earlier research.  
 
 5.3 Links between the review of the literature and the results of the study 
A review of the literature relating mainly to adolescent psychology, middle years 
of schooling reform and the Queensland School Reform Longitudinal Study, and 
described in Chapter 2, led to the proposal of possible attributes of pedagogic 
connectedness. To recap, these suggested attributes were: 
• A sense of belongingness to the student's school or class 
• Teacher support  
• Social and emotional skill development of students 
• Teachers' professional knowledge  
As seen in the outcome space of this study in Figure 4.2 on page 189, the 
dimensions of pedagogic connectedness that emerged from this study are: 
perceived influence on learning by teachers, motivation of students, classroom 
atmosphere, authority relations between teacher and students, repertoire of 
pedagogic practices, perceived roles of teacher and student and the focus of 
teaching and learning. The following sub-section examines how these dimensions 
are situated with respect to the proposed attributes of pedagogic connectedness 
suggested earlier in this study.  
 
5.3.1 Links between proposed attributes of pedagogic connectedness and  
 
categories of description 
The proposed attributes of pedagogic connectedness described in the previous 
section were present in the categories of description to varying degrees.  These 
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attributes were either absent or were present only in a limited way in the 
narrowest conceptions of pedagogic connectedness and were present in more 
elaborate ways in the most complex conceptions. For example, teacher support 
was one of the proposed attributes of pedagogic connectedness. As described in 
Chapter 2.8.2, teacher support is demonstrated through characteristics such as 
caring, friendliness and understanding (Ryan & Patrick, 2001). Teachers in their 
accounts of the narrowest conception of pedagogic connectedness, the 
information providing conception, did not speak about any of these 
characteristics of teacher support. This may be due in part to the key pedagogic 
practice used in this conception, direct instruction. Under this method of 
instruction, the teacher usually addresses the group or class as a whole and, as 
such, individual teacher-student interactions are limited. Power relations between 
teacher and students are seen as unequal in this conception with the teacher as the 
dominant figure in the relationship. In these authoritarian relationships, students 
are not encouraged to initiate interactions with teachers. Thus, these conditions 
are not conducive to the establishment of caring, supportive teacher-student 
relationships that are prerequisites of teacher support. However, in the broadest 
conception of pedagogic connectedness, the mentoring conception, teacher 
support extends beyond the walls of the classroom and beyond the years of 
schooling. In the mentoring conception, teachers spoke of providing support for 
students in their personal endeavors in addition to their academic undertakings. 
As such, teacher support of students is seen as crucial to the mentoring 
conception of pedagogic connectedness but lacking in the information providing 
conception of pedagogic connectedness.  
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Another of the proposed attributes, teachers' professional knowledge, was evident 
also in teachers' descriptions of pedagogic connectedness. As described in 
Chapter 2, teachers' professional knowledge includes subject matter knowledge, 
knowledge of pedagogies, pedagogical content knowledge and knowledge of 
learners. Each of these aspects of teachers' professional knowledge was present to 
varying degrees across the five categories of description. In the information 
providing conception, teachers described themselves as delivering a body of 
knowledge to students. The teacher is viewed as the subject matter expert and the 
students are viewed as novices. As such, knowledge of subject matter is 
important to teachers in this conception. However, when describing this 
conception teachers did not discuss other aspects of teachers' professional 
knowledge.  For example, students' prior knowledge was not recognized in the 
information providing conception. In addition, teachers did not mention catering 
for the individual learning styles of the students. As such, teachers' knowledge of 
learners lacked relevance in this conception. As stated previously, teachers' 
pedagogic practices were restricted, using mainly direct instruction, and teachers 
did not speak about using a variety of pedagogies in the classroom when 
describing this conception. Further, as teacher-student interactions are minimal 
and usually one-way (from teacher to student) in this conception, teachers may 
not gain an insight into the ways in which students internalize the knowledge 
presented to them.  Thus, the use of pedagogical content knowledge is not a focal 
point for teachers in the information providing conception.  
 
As the categories of description become more complex, there is a change in focus 
within teachers' professional knowledge from subject matter knowledge to 
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pedagogical content knowledge and knowledge of learners. This does not imply 
that teachers in describing these more complex conceptions consider subject 
matter knowledge as less important, but pedagogical content knowledge and 
knowledge of learners enter their focal awareness. As shown in Table 4.6 (p. 
181), the facilitating conception marks the transition between teacher-centred and 
student-centred conceptions. This conception is the first to recognize the 
knowledge and skills that learners bring to the classroom, with students seen as 
active partners in learning.  As such, pedagogical content knowledge and 
knowledge of learners are described as part of the teaching and learning 
processes. In the more complex conceptions, guided participation and mentoring, 
teachers spoke of acknowledging the uniqueness of students. Teachers spoke also 
of being responsive to the individual learning styles of students and of 
acknowledging students' individual differences. Thus, pedagogical content 
knowledge and knowledge of learners are discerned from the other aspects of 
teachers' professional knowledge in these more complex conceptions.  
 
Similar trends are noted in another of the proposed aspects of pedagogic 
connectedness, the social and emotional skill development of students. Again, in 
the least complex categories of description, teachers did not reveal evidence of 
social and emotional skill development in students. As stated previously, the key 
pedagogic practice in the least complex conception inhibits the teacher-student 
relationship and does not provide opportunities for development of these skills. 
However, a holistic approach to students' education is taken in the most complex 
conceptions whereby teachers assist students to gain skills, including social and 
emotional skills. In the mentoring conception, teachers described these skills as 
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necessary for preparing students for their adult lives outside the classroom and 
beyond the years of schooling.   
 
5.4 Comparison of the categories of description 
As stated previously, pedagogic connectedness per se has not been the subject of 
previous research. However, many associated studies such as those relating to 
teaching and learning (Boulton-Lewis et al., 2001), to pedagogical caring 
(Wentzel, 1997) and to the roles of teachers have been conducted. The categories 
of description from some of these related studies will be discussed in this section 
alongside the findings that emerged from the current study into pedagogic 
connectedness.  
 
The key variation between the different categories of description of pedagogic 
connectedness is the “depth” of the teacher-student relationship. In the narrowest 
conception, the information providing conception, the relationship between 
teacher and students is at a superficial level. This conception has many 
commonalities with the factory model of schooling described by Rogoff et al. 
(2001). In both cases, the focus is on delivering a pre-specified body of 
knowledge with the emphasis on memorization of this knowledge (Calfee, 1994). 
Further, students are passive recipients of this knowledge rather than active 
participants in the learning process. The factory model of schooling and the 
information providing conception of pedagogic connectedness concur with the 
business model where a fee is paid for a service, in this case delivering a body of 
knowledge, and the focus is on the service rather than on the relationship with the 
service provider, the teacher. As the relationship between teacher and student is 
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seen as critical in the middle years of schooling, there is a risk in moving towards 
a business model approach to teaching and learning. 
 
With direct instruction as the key pedagogic practice in both the information 
providing conception and the factory model of schooling, classroom teacher-
student interactions are mainly one-way from teacher to student. These 
interactions usually involve teachers asking questions that require students to 
respond using low-level recall of information. As a pedagogic device, direct 
instruction provides few opportunities for substantive conversations to occur 
between teacher and students. Substantive conversations are characterized by 
reciprocal interactions among students and between teachers and students 
(Education Queensland, 2002). The dialogue between these parties that occurs 
within substantive conversations leads to a shared understanding of the subject 
matter.  As described in Chapter 2.12, Newman et al. (1996) and more recently 
Lingard, Ladwig and Mills (2001) argue that substantive conversations between 
teachers and students are necessary to high quality learning. It is these substantive 
conversations that facilitate positive teacher-student relationships. As such, 
substantive conversations between teachers and students are central to pedagogic 
connectedness.  
 
The nature of the relationship between teachers and students deepens in moving 
up the hierarchy of categories of pedagogic connectedness. The main difference 
between the teacher-student relationships in the least complex conceptions, the 
information providing conception and the instructing conception, is the manner in 
which teachers engage with students. Although direct instruction remains the key 
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pedagogic practice in the instructing conception, teachers leave their teaching 
space at the front of the room to enter the students' space within the classroom. 
While the main purpose of this movement is to monitor student behaviour, it 
provides greater opportunities for an increased number of teacher-student 
interactions and student-teacher interactions to occur. In addition, these teacher-
student-teacher interactions may be more individualized as teachers can interact 
with smaller groups of students or with individual students rather than with the 
class as a whole.  
 
In both the information providing conception and the instructing conception, the 
emphasis is on instrumental learning rather than a more intrinsic love of learning.  
An instrumental approach to learning is defined by Lawton and Gordon (1993) as 
learning "not for its own sake but to achieve some other goal" (p.104). These 
external goals are usually related to academic success measured by achievement 
in examinations. In the information providing conception and in the instructing 
conception, teachers provide students with knowledge and skills that may be 
reproduced later to meet assessment requirements for the subject.  Student 
success is gauged by academic results alone. In both conceptions, teachers 
perceive themselves as technicians or service providers and teaching is seen as an 
emotionally distant activity. Ottewill (2003) suggests that teaching and learning 
should be emotionally charged activities in which it is appropriate to engage 
students by "appealing to their hearts and heads" (p.194).  Further, Hargreaves 
(2000) also argues that strong emotional bonds and understanding between 
teachers and students are the basis for high quality learning. However, the 
information providing conception and the instructing conception of pedagogic 
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connectedness do not recognize the contribution of warm, positive teacher-
student relationships to effective teaching and learning. It is not until the 
facilitating conception of pedagogic connectedness that the teachers' relationships 
with the students are acknowledged as integral to the learning process.  
 
The facilitating conception is different from the previously mentioned less 
complex conceptions in that it focuses on the teacher-student relationship rather 
than on the teacher or on the subject matter. The depth of this relationship is 
facilitated by the two-way interactions that occur between the teacher and the 
students. In this conception, the teacher engages in dialogue with the students to 
gauge and to facilitate student understanding of the subject matter. The teacher 
recognizes the prior knowledge that students bring to the classroom and actively 
assist students to gain their own understanding of the object of learning. In this 
conception, teaching is perceived as assisting the performance of students.  
 
Tharp and Gallimore (1991) suggest that while classroom activities such as 
lectures, demonstrations, and textbook reading can assist learning performance, 
the use of dialogue is critical to the development of thinking skills. Significant to 
this study, dialogue was identified in Chapter 2.8.2.2 as a pedagogic practice that 
facilitates belongingness and thus connectedness.  Dialogue is defined as "the 
questioning and sharing of ideas and knowledge that happen in conversation" 
(Tharp & Gallimore, 1991, p. 6). Teachers who engage in these "instructional 
conversations" listen carefully to grasp the intended meaning of the students' 
communication in order to adjust their responses to assist the students' 
performance or effort. It is through these instructional conversations that teaching 
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is facilitated. Teaching through instructional conversations occurs when teachers 
form warm, positive interpersonal relationships with students and when teachers 
cater for the ideas and experiences that students bring to the classroom. Thus, 
these instructional conversations are central to the facilitating conception of 
pedagogic connectedness.     
 
Care and trust are essential elements of the teacher-student relationship in the 
guided participation conception of pedagogic connectedness. The key difference 
between the nature of this relationship in the facilitating conception and in the 
guided participation conception is a perceived level of teacher caring and trust.  
In this latter conception, the focus is on extending and challenging students, 
socially, emotionally and academically within the classroom and also includes the 
personal development of the student outside the classroom. While the facilitating 
conception focuses on developing social and emotional skills in students, the 
guided participation conception focuses on challenging students to achieve their 
full potential socially, emotionally and academically. If students are to extend and 
challenge themselves in these ways, they need to participate in some forms of 
appropriate risk-taking. However, this participation in risk-taking may occur only 
if teachers demonstrate a high level of caring and support. The Productive 
Pedagogies model acknowledges supportive classroom environments as 
facilitating high quality learning (Lingard et al., 2001). Supportive classroom 
environments are characterized by teachers’ social support of students. By 
offering students social support, students develop social and emotional skills.  
These skills may lead to increased confidence which may encourage students to 
challenge themselves socially, emotionally and academically. 
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Earlier studies of teacher-student relationships (Wentzel, 1997, 2002) suggest that 
students' perception of teacher caring are related to the pursuit of social and 
academic goals. This "pedagogic caring" (Wentzel, 1997) is characterized by 
democratic interactions with students, high expectations of behaviour that 
recognize and cater for students' individual differences, and nurturance and 
approval. In addition, teachers also need to demonstrate that they care about their 
own teaching by providing lessons that are creative and interesting and through 
self-reflection of their classroom practices (Wentzel, 1997). In the guided 
participation conception of pedagogic connectedness, teachers spoke of using a 
variety of pedagogic practices to engage and challenge students and to cater for 
the differing individual needs of students. Further, in this conception teachers 
spoke of using self-reflection to evaluate their teaching practices.  Thus, the 
characteristics of pedagogic caring are present in this conception of pedagogic 
connectedness. Teacher caring is demonstrated through empathy, compassion and 
respect in their pedagogic interactions with students. Thus, teachers provide a 
classroom atmosphere that supports students in academic risk-taking endeavours, 
crucial to high quality learning.  
 
In the mentoring conception, teachers perceive themselves as significant others 
who play integral roles in the ongoing academic and social development of 
students. As such, the teacher takes on the role of a mentor as defined by 
Bronfenbrenner (personal communication, cited in Darling et al., 2003, p. 358). A 
mentor is described as:  
 an older, more experienced person who seeks to further the development 
of character and competence in a younger person by guiding the latter in 
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acquiring mastery of progressively more complex skills and tasks in 
which the mentor is already proficient. The guidance is accomplished 
through demonstration, instruction, challenge, and encouragement on a 
more or less regular basis over a period of time. In the course of this 
process, the mentor and the young person develop a special bond of 
mutual commitment. In addition, the young person's relationship to the 
mentor takes on an emotional character of respect, loyalty and 
identification.  
 This mentoring relationship is a dynamic partnership between teacher and 
student in which the teacher is viewed as a more experienced equal.  
 
Poulson and Fouts (2001) use the term "affect attunement" to describe a  sense of 
emotional connectedness and commitment between two people. Affect 
attunement in the classroom may be conceptualized as the ability of the teacher to 
emotionally connect with students and to be at one with them. Two individuals 
who share a mutual focus and who experience a sense of oneness exhibit the 
characteristics of affect attunement. It is argued that affect attunement is integral 
to the development of a mentoring relationship between teachers and students.  
 
In the mentoring conception, teachers exhibit a passion for their subject area. This 
“deep love” of their subject disciplines is conveyed to students in the learning 
process.  Students are motivated when teachers share this passion. Ottewill 
(2003) uses the term "expressive learning and attitudes" (p.191) to describe 
learning situations in which learning is intrinsically satisfying and in which 
passion leads to developing a deep understanding of, and extensive expertise in, 
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their subject discipline. Expressive learners share their love for their subject area 
by engaging in dialogue with others through debate and discussion (Ottewill, 
2003). As described in Chapter 2, classroom dialogue and discussions in a warm, 
supportive environment, provide opportunities for trust and mutual respect to 
develop between teachers and students, and between students (Osterman, 2000). 
These conditions provide a safe environment in which academic risk-taking, 
necessary to high quality learning, may take place. The teacher-student 
relationship is based on mutual respect and commitment and learning is the key 
priority.  The teacher is perceived as a nurturer of the students' academic, social, 
emotional and intellectual development.  
 
5.5 Comparison of the dimensions that constitute the categories of description of 
pedagogic connectedness 
The classification in this study uses the same set of dimensions to define all the 
categories of description. As described in the introductory section of this chapter, 
dimensions identify common themes of variation throughout the categories. Some 
earlier phenomenographic studies have also used one set of dimensions to delimit 
all the categories (Akerlind, 2002; Pratt, 1992; Samuelowicz, 1999), whereas 
others, like Pratt (1992), assign varying degrees of prominence and importance to 
his dimensions to provide a second level of delineation. However, for the purpose 
of this study, each dimension is equal in prominence and importance, but 
becomes more complex across the categories.  
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This section examines the fundamental differences between the dimensions that 
constitute the categories of description of pedagogic connectedness. As shown in 
Table 4.7, these dimensions are: 
• Perceived influence on students 
• Student motivation 
• Classroom atmosphere/authority relations 
• Repertoire of pedagogic practices 
• Perceived roles of teacher and student 
• Focus of teaching and learning 
 
 5.5.1 Perceived influence on students 
 
The perceived influences on students range from academic performance in the 
information providing and instructing conceptions, through to academic and 
individual development and preparing students for their lives beyond the 
classroom and beyond the years of schooling in the mentoring conception. In the 
information providing conception and in the instructing conception, teachers 
describe teaching subjects or skills rather than teaching students. As stated 
previously, the relationships between teachers and students in these less complex 
conceptions are superficial compared with the relationships in more complex 
conceptions. Thus, teachers in these conceptions may perceive that their influence 
extends only to the academic performance of students.  
 
The facilitating conception is the first to recognize teachers' perceptions of their 
influence outside the academic performance of students. The social and 
emotional development of students is not in the focal awareness of teachers until 
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this conception. In the less complex conceptions, information providing and 
instructing the teacher acts as a service provider, someone who delivers a 
quantity of information without any personal interaction or commitment between 
the parties involved. Thus, social and emotional development of students does not 
enter the focal awareness of teachers in these less complex conceptions. 
However, in the facilitating conception the teacher focuses on the development of 
the social and emotional skills that students need in their daily interpersonal 
interactions. In this conception, the teacher may act as a role model to students. 
For the purpose of this study, a role model is defined as a person who provides 
opportunities for learners to observe and hence to imitate certain desired 
behaviours (Darling et al., 2003). In this case, the teacher assists students in their 
social and emotional development by modeling respectful interactions with 
students through showing interest in, and care for, students.  
 
In the facilitating conception and in the more complex conceptions of guided 
participation and mentoring, more individualized learning occurs. Thus, due to 
these more personalized interactions with students, teachers may recognize that 
their influence with students extends beyond the classroom. In the most complex 
conception, the mentoring conception, there is a holistic approach to the 
education in which teachers perceive themselves as significant others in the lives 
of students.  
 
5.5.2 Student motivation  
 
In the information providing conception, teachers describe success in 
examinations as a purpose for teaching. Teachers are so oriented toward training 
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for examinations that they do not speak about how students are motivated to 
succeed. It is only when teachers get to the instructing conception that they first 
speak explicitly about motivation. In this conception, teachers describe the use of 
extrinsic means such as rewards and fear of punishment to motivate students. The 
motivation gradually becomes more intrinsic as teachers progress to the more 
complex conceptions. In the mentoring conception, teachers describe guiding 
students to become well-adjusted contributing members of society with an innate 
desire for learning. Thus, there is a very specific shift towards intrinsic 
motivation.  
 
Earlier related studies (Pratt, 1992; Samuelowicz, 1999)  have identified 
motivation also as a key dimension in students' learning. Samuelowicz groups 
motivation, interest and enthusiasm together in one dimension and she identifies 
motivation as teacher-initiated or as student-based rather than extrinsic or 
intrinsic as used in this current study. Teacher-initiated interest is perceived by 
the academics in the study by Samuelowicz as student interest that results from 
the enthusiasm shown by the academics for their subject areas. These academics 
believe that this "interest in, and enthusiasm for the subject they teach will rub off 
on students" (p. 100).  While student-based interest acknowledges that the 
experience, interest and enthusiasm of academics are useful to teaching, 
Samuelowicz argues that it is "students' own interests, involvement and intrinsic 
motivation that are viewed as prerequisites to meaningful learning” 
(Samuelowicz, 1999, p. 101). Ottewill (2001) agrees that intrinsic motivation is 
likely to be accompanied by a deep love of, and extensive expertise in, the 
subject. However, Ottewill goes further to suggest that a deep love of a subject 
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may be expressed by a desire to share this passion with others. Teachers describe 
these same characteristics in the mentoring conception of pedagogic 
connectedness.  
 
5.5.3 Classroom atmosphere/authority relations  
 
The Productive Pedagogies framework that emerged from the Queensland School 
Reform Longitudinal Study (Education Queensland, 2001) and described in 
Chapter 2.12.2, identifies a supportive classroom environment as a key 
contributing factor to high quality learning. Supportive classroom environments 
are characterized by atmospheres of mutual respect and support between teachers 
and students, and among students. Wentzel (1997) uses the term "pedagogical 
caring" to describe teacher behaviours that demonstrate care and support of 
students. In her study of student motivation in middle school, Wentzel found that 
when students feel valued and supported, they are more likely to engage in 
classroom activities (p. 417). As described in Chapter 2.6.2, these feelings of care 
and support lead to a sense of belongingness and thus to connectedness.  
 
Earlier related phenomenographic studies of teaching and learning (Booth, 1997; 
Boulton-Lewis et al., 2001; Marton et al., 1993; Samuelowicz, 1999) do not 
acknowledge the significance of the classroom climate to the teaching and 
learning processes.  In this current study, classroom atmosphere is presented as a 
dimension of pedagogic connectedness. Teachers' perceptions of the classroom 
atmosphere change across the categories.  As the awareness of classroom 
atmosphere changes, authority relations between teachers and students also 
change.  In the information providing conception, the classroom atmosphere is 
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seen as impersonal with few interactions from students to teachers. In this 
conception, teachers perceive themselves as authoritarians who control classroom 
activities. However, in the most complex conception, the mentoring conception, 
teachers perceive themselves as more experienced equals who consciously 
attempt to build an atmosphere of mutual respect and support within the 
classroom.  
 
5.5.4 Repertoire of pedagogic practices 
The repertoire of teachers' pedagogic practices becomes more diverse across the 
categories of description from information providing through to mentoring. 
Pedagogic practices commence with direct instruction in the least complex 
conception through to a variety of practices that include group work, discussion, 
and student-initiated learning activities in the most complex conception.  
 
As described in Chapter 2, knowledge of different pedagogies, knowledge of 
learners (Hegarty, 2000; Mullens et al., 1996) and pedagogical content 
knowledge (Schulman, 1987) constitute teachers' professional knowledge. 
Teachers may use pedagogical content knowledge to adapt the content and 
pedagogical approaches to the varying needs of students. Further, Booth (1997) 
argues that teachers need to reveal the variations in the ways in which students 
experience the object of learning. Then, teachers may "design and engineer the 
tasks and context of learning" (p. 137) with the experiences of the learners in 
mind. As such, teachers need a variety of pedagogical approaches. More 
specifically, Tharp and Gallimore (1991) suggest that teachers’ repertoires of 
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instructional practices should include the use of small group activities, the 
maintenance of a positive classroom atmosphere and increased student  
independence in learning tasks, to assist students in developing higher order 
cognitive processes. These repertoires of practice are evident in the most complex 
categories of pedagogic connectedness.  
 
5.5.5 Perceived roles of teachers and students 
 
The perceived roles of teachers and students are present as components in a 
number of phenomenographic studies related to teaching and learning (Pratt, 
1992; Prosser et al., 1994; Samuelowicz, 1999). In her study of conceptualizing 
teaching, Samuelowicz describes teachers as playing dominant roles in the 
transmission of information in her least complex categories and as dominant in 
encouraging and helping students to assume active roles in their learning in her 
most complex categories. Thus, the roles of teachers and students in the study by 
Samuelowicz are similar to the roles described by teachers in the least complex 
category in this study of pedagogic connectedness. In the information providing 
conception of pedagogic connectedness, teachers describe themselves as subject 
experts who transmit a quantity of knowledge to students. The students are 
perceived by teachers to be novices in the learning process. Thus, teachers adopt 
a dominant position in the teaching and learning processes. The point of 
departure between the study by Samuelowicz and this study may be evidenced in 
moving towards the more complex conceptions. In this study, teachers do not 
perceive themselves as being dominant per se, but describe themselves as more 
experienced equals who acknowledge the prior knowledge and experiences that 
students bring to the classrooms. Teachers negotiate learning experiences in 
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partnership with students. In these complex conceptions, the teacher is seen as the 
"guide on the side" rather than as the "sage on the stage" whereas Samuelowicz  
suggests that academics remain dominant, even in their learner-centred 
orientations to teaching. As such, academics create or "orchestrate situations in 
which students are encouraged to learn" (Samuelowicz, 1999, p. ii) rather than 
negotiating learning experiences with students.   
 
In the mentoring conception, teachers consider themselves to be more 
experienced equals. In other words, the relationship between teacher and students 
is near-peer (Lave, 1991). Learning occurs through participation in ways that 
parallel those in “communities of practice”. Hung, Chee, Hedberg and Seng 
(2005) define communities of practice as a “sustained social network of 
individuals who share a common set of core values and knowledge, including a 
past history, grounded on common practices (p. 159). In the mentoring 
conception, teacher and students work together with a shared commitment to the 
social, emotional and academic development of students on an ongoing basis.    
 
5.5.6 Focus of teaching and learning 
 
The focus of teaching and learning, collectively called pedagogy, has not been 
used as a dimension in previous related phenomenographic studies. In this study, 
the focus of pedagogy, and in particular the construct of pedagogic 
connectedness, shifts across the categories from quantitative to qualitative. 
Teachers in the information providing conception describe transmitting a 
quantitative amount of information to students. This conception is similar to the 
“factory model” of schooling described by Rogoff et al. (2001) in which the 
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"learner has little to do besides allowing themselves to be filled with the 
knowledge provided by teachers and texts" (p. 6). The facilitating conception is a 
turning point with this category marking the change in focus of teaching and 
learning from quantitative to qualitative and also from a focus on content or skills 
to a focus on students.  In the most complex conception, teachers speak of the 
quality of their relationships with students and also of an intrinsic love of learning 
that is conveyed to students.  
 
5.6 Implications for pedagogic practice in the middle years of schooling reform 
movement  
This section addresses the final research question “What does this newly acquired 
knowledge mean for pedagogic practice in the middle years of schooling reform  
movement?” In responding to this question, the findings of this study into 
pedagogic connectedness will be extrapolated to scaffold possible changes to 
pedagogic practices at the site that provided the context for the study.  In so 
doing, this study uses an adaptation of developmental phenomenography defined 
by Bowden (2000) and described in Chapter 3. While the outcomes of 
developmental phenomenography may be used to help the subjects of this 
research to learn, in this case teachers, caution must be exercised in generalizing 
the findings until further research is conducted in this area. To examine how the 
research outcomes may be used at the site of the study, this section will first 
describe changes to the college that have taken place since the research 
interviews were conducted.  
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5.6.1 Overview of structural changes at the site of the study 
 
The research participants in this study were teachers of years 7, 8, and 9 students in a 
boys' college in suburban Brisbane. When the researcher conducted the interviews 
for the study, the college comprised of two sub-schools. These sub-schools consisted 
of a primary school for students from years 5 through to 7 and a secondary school 
that catered for students from year 8 through to year 12. Since the interviews, the 
school has undergone a restructuring process as part of a “whole school” renewal. A 
new sub-school unit for the middle years was introduced at the commencement of 
2005. Under these new arrangements, the college now consists of three school sub-
units. These are a primary school for students in years 5 and 6, a middle school for 
students in years 7 and 8, and a secondary school for students in years 9 through to 
12. This structure is an interim arrangement until the commencement of 2006 when  
the middle school will be extended to include year 9. At that time also, the secondary 
school will undergo a name change to become the senior school and the primary 
school will be renamed the junior school. Thus, when the restructuring is complete, 
the college will consist of a junior school for years 5 and 6, a middle school for years 
7, 8, and 9 and a senior school for years 10, 11, and 12.    
 
Of the 20 teacher-participants in this study, 7 became teachers of core curriculum 
subjects in the new middle school and a further 3 became teachers of non-core 
curriculum subjects. Two teacher-participants left the school before the 
commencement of the middle school and three new staff members joined the 
middle school staff. One teacher-participant, although asked to become part of 
the middle school teaching team declined the offer. The other 7 teacher-
participants in this study remain on staff, teaching year 9 and other higher year 
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levels in the current secondary school. It is expected that some of these teachers 
will join the middle school team next year when the middle school extends to 
include year 9 students.  
 
The new “middle sub-school” was established in response to teachers' concerns 
regarding the underachievement and disengagement from schooling demonstrated by 
some boys, particularly in the transition from primary school to secondary school.  
This perception was confirmed when the author of this study together with another 
colleague from the college conducted a preliminary literature review. This review 
included literature from the fields of adolescent development, middle years of 
schooling reform, the Queensland School Reform Longitudinal Study and boys' 
education. From extensive reading in these areas, it became evident that the literature 
supported the concerns expressed by teachers regarding the alienation and 
disengagement shown by numbers of boys in these early adolescent years. 
Subsequently, the initial plan for a school renewal process was developed and was 
supported by the administrators at the college. An integral part of this plan was the 
proposal for the introduction of a middle school to better cater for the needs and 
interests of the early adolescent students at the college. The initiative also provided 
the impetus for this study. 
 
5.6.2 Curriculum changes in middle school 
 
In order to appreciate this pedagogic connectedness in the middle years, one needs to 
understand the nature of curriculum and teaching processes. As stated earlier, this 
middle school currently caters for students in years 7 and 8. In year 7, each class has 
one teacher who is responsible for teaching the core curriculum to their own class. 
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The subjects in the core curriculum are common to years 7 and 8. This core 
curriculum consists of English, Mathematics, Religion and Studies of Society and 
Environment (SOSE). Specialist teachers take classes for non-core subjects such as 
music and physical education. In year 8, two teachers share the responsibility for 
teaching the core curriculum to a particular class.  One teacher takes a class for both 
mathematics and science and a second teacher teaches English, SOSE and Religion 
to the same class. Again, specialist teachers take classes for enrichment subjects such 
as Computer Studies, Business Studies, Chinese or Italian, and Health. At the 
commencement of this year, each subject was taught as a separate subject with little 
integration across the subject areas. However, as the year has progressed, integration 
across subject boundaries has occurred more frequently. To date, the key areas of 
integration have been a Science/Mathematics integrated unit and an integrated  
humanities (English, Religion, SOSE) unit. It is proposed that in the second semester 
of the year, further integration across the Mathematics/Science/Humanities 
boundaries will occur.  
 
5.6.3 Teacher-student relationships in the new middle sub-school 
 
Under the previous traditional school structures at the college, each class in year 
7 was taught the core curriculum by one main teacher.  However, up to 10 
different teachers taught each class of students in year 8 in one week. This 
arrangement changed significantly for year 8 students with the introduction of the 
new middle school. Under the new arrangements, each class of year 8 students is 
taught by a maximum of 4 teachers, with 2 teachers taking the class for two-
thirds of the time. This reduction in the number of teachers for year 8 students 
was introduced to provide increased opportunities for teacher-student interactions 
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to occur. Thus, students may feel greater support and care from teachers during 
these transitional years. As described in Chapter 2 in the review of the literature, 
positive, affirming relationships are crucial to the needs of early adolescents 
(Barratt, 1998). By allowing a select group of teachers to have extended contact 
with each cohort of year 8 students, there is the possibility that these relationships 
encourage adolescents to feel a sense of belonging and to feel that they matter to 
others.  In a schooling context, these relationships encourage students to 
experience feelings of connectedness to their school, to teachers, and to peers. 
Significant to this study, there are strong links between connectedness and more 
positive academic, social and personal attitudes, increased student engagement 
and participation and improved academic achievement (Osterman, 2000).  
 
 
5.6.4 Implications for Pedagogic Practices 
 
While caution needs to be exercised in generalizing the findings of the study, the 
outcomes may be used as a framework to guide further research in this area.  This 
section revisits the findings of this current study. Following this, the findings of 
recent research into middle years reform are reviewed. Then, the findings of both 
sets of research are used to address the final research question “What does this 
newly acquired knowledge mean for pedagogic practice in the middle years of 
schooling reform movement?”  
 
The findings of this current study indicate that teachers of years 7, 8, and 9 
students at the site that provides the context for the study, experience pedagogic 
connectedness in five qualitatively different ways. To recap, the range of these 
experiences extends from the information providing conception in which the 
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teacher-student relationship is impersonal and emotionally distant with the 
perceived influence of the teacher impacting only on academic performance, 
through to the mentoring conception in which the teachers perceive themselves as 
significant in changing the lives of their students well beyond the context of the 
classroom. The categories of description of pedagogic connectedness are related 
hierarchically with the categories higher in the hierarchy providing richer, more 
complete descriptions of each dimension of pedagogic connectedness. 
 
 The researcher argues that teachers' perceptions do not necessarily remain fixed 
in one conception of pedagogic connectedness but may move across the 
categories subsuming the lower levels. The differing conceptions that teachers  
demonstrate may be dependent upon the teaching context. For example, a teacher 
who considers that they operate in the mentoring conception for the majority of 
the time may use direct instruction (the key pedagogic practice in the information 
providing conception) to transmit a large amount of information in a short time.  
 
The findings of the Queensland School Reform Longitudinal Study (Lingard et 
al., 2001) support the findings of this study into pedagogic connectedness by 
acknowledging the importance of the quality of teacher-student relationships at 
this time (Education Queensland, 2003).  Education Queensland has recognized 
the "middle phase of learning", which they identify as a period from year 4 
through to year 9, as a key focus for educational reform in Queensland. In 
particular, Education Queensland notes that the transition from years 7 to 8 
should be a positive experience for students (p. 11). Academically, students need 
to be both supported in consolidating previous learning and challenged to make 
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further advances in learning (Education Queensland, 2003). While this previous 
research into schooling in the middle years identifies key features of middle 
school reform, it fails to address how these features translate into action by 
teachers in the classroom.   
 
In another middle schooling initiative, the Middle Years Pedagogy Research and 
Development Project (MYPRAD) conducted by Deakin University developed a 
framework for describing effective middle years pedagogy (Deakin University, 
2003). This framework identifies 5 components of effective middle years 
teaching and learning. These are: 
• Students are challenged to develop deeper levels of understanding 
• The learning environment is supportive and productive 
• Teaching strategies cater for individuals' interests and learning needs 
• Assessment is an integral part of teaching and learning 
• Teaching practice meets the specific needs of adolescent learners 
 
The focus of this study is the nature of pedagogic teacher-student interactions. 
Thus, assessment specifically was not a feature of this current study. However, 
the other components have been identified as aspects of pedagogic 
connectedness. These components of effective teaching and learning in the 
middle years of schooling contain sub-components that "further explicate the 
breadth of each component" (Deakin University, 2003, p. 2). In particular, these 
sub-components are described in teachers' descriptions of one of the most 
complex conception of pedagogic connectedness, the guided participation 
conception. 
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The sub-components of the first component of effective teaching and learning in 
the middle years of schooling, “students are challenged to develop deeper levels 
of understanding”, focus on challenging students to "explore, question and 
reflect" (Deakin University, 2003, p. 3) and on encouraging and supporting the 
development of cognitive skills. In the guided participation conception of 
pedagogic connectedness, teachers focus on challenging students intellectually, 
socially and emotionally. In addition, in the guided participation conception, 
teachers provide support for students and encourage them to take risks 
academically and also encourage them to develop self-responsibility for learning. 
As such, these aspects of the guided participation conception of pedagogic 
connectedness share commonalities with the sub-components of the "the learning 
environment is supportive and productive" component of effective teaching and 
learning in the middle years of schooling.  
 
Further commonalities between the guided participation conception of pedagogic 
connectedness and the other components of effective teaching and learning in the 
middle years of teaching include the focus on: 
• The use of a range of pedagogic practices 
• A program that responds to the individual learning needs of students 
• Providing opportunities for students to have input into decision-making 
regarding classroom learning experiences. 
• Learning that extends beyond the classroom  
• Teaching strategies that are student-centred 
As stated in Chapter 4.5, in the guided participation conception of pedagogic 
connectedness, teachers provide more individualized learning experiences for 
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students. In this conception, teachers guide students towards becoming self-
responsible for learning. As such, teachers provide students with opportunities to 
initiate and to negotiate learning experiences. Thus, teaching strategies are more 
learner-centred with students participating in decision-making regarding their 
learning experiences as described above.  
 
This study of pedagogic connectedness has identified aspects of classroom 
teacher-student interactions that have not been identified in previous research. 
These aspects are contained within the dimensions constituting the mentoring 
conception of pedagogic connectedness and focus on the affective and attitudinal 
aspects of teacher-student interactions. In the mentoring conception, the 
partnerships between teachers and students extend beyond the classroom and 
beyond the years of schooling. In this conception, teachers assist students to 
become well-adjusted, contributing members of society. Two key aspects of the 
mentoring conception have not been identified in previous research relating to 
middle years of schooling reform.  These were described in Chapter 4.6 and are: 
character development in students and passion for teaching and learning. 
Character development was defined in Chapter 4.6.1.1 as anything beyond 
academic development that helps early adolescents grow into good people (Kohn, 
1997). Thus, character development includes the acquisition of values and 
attitudes. While middle years reform appears to focus on preparing students for 
some features of future adult life, the need to assist students in acquiring values 
and attitudes that will facilitate their transition to adulthood is absent from these 
programs. In other words, there is no mention of character development of 
students in previous middle years reform.  
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Finally, middle years programs attempt to engage and challenge early adolescent 
students. However, the need for teachers to be passionate about teaching and 
learning and to convey that zest to students is not articulated in previous middle 
years of schooling reform literature.  In this study, the passion for teaching and 
learning is a key focus in the mentoring conception of pedagogic connectedness. 
As such, teaching is seen as a profession rather than just providing a service. 
Teachers perceive that their enthusiasm for learning transfers to the students and 
impacts on students' lives within the classroom and outside the classroom in 
positive ways.  The researcher argues that the Productive Pedagogies model 
identified as crucial to high quality learning and described earlier in this study 
should be extended to include enthusiasm for teaching and learning and for a 
teacher’s area of expertise. In so doing, some of the “how to” implement 
Productive Pedagogies absent in previous research may be addressed 
 
The findings of this research provide a framework for pedagogic change in the 
middle years of schooling. These changes include attitudinal and affective aspects 
of schooling in the middle years that have not been explicated in previous middle 
years research. The findings of this study indicate that professional development 
programs for teachers of middle years students need to assist teachers to develop 
skills that will help them move towards the mentoring conception of pedagogic 
connectedness. Further research needs to be conducted to reveal how these skills 
may be best facilitated in teachers.   
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5.7 Summary 
The findings of the study into pedagogic connectedness have been discussed in this 
chapter. The similarities and differences between the five categories of description 
have been compared and contrasted at the level of categories and also at the level of 
dimensions constituting these categories. At the level of categories, the key variation 
between the different categories of pedagogic connectedness is the depth of the 
teacher-student relationship. This relationship changes from a superficial relationship 
in the information providing conception through to teachers considering themselves 
to be significant others in students' lives in the mentoring conception. The 
fundamental differences at the level of dimensions constituting the categories were 
examined also in this chapter. These dimensions are: 
• Perceived influence on students 
• Student motivation 
• Classroom atmosphere/authority relations 
• Repertoire of pedagogic practices 
• Perceived roles of teacher and student 
• Focus of teaching and learning 
 
While pedagogic connectedness has not been the study of previous research, links 
have been established between this study and earlier related studies into teaching 
and learning. The study of pedagogic connectedness and these earlier studies into 
teaching and learning have grouped their categories of description broadly as 
either teacher-centred or student-centred. This current study includes a 
transitional category, facilitating, between teacher-centred and student-centred 
categories. However, some earlier studies have not supported the inclusion of 
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transitional categories. Perhaps one of the significant weaknesses of these earlier 
studies may be in seeing things as black and white without appreciating the gray 
area which is critical for marking the transition.   
 
Possible attributes of pedagogic connectedness, based on the review of literature 
presented in Chapter 2, have been discussed in relation to the categories of 
description that emerged from this study. These attributes are:  
• A sense of belongingness to the student's school or class 
• Teacher support  
• Social and emotional skill development of students 
• Teachers' professional knowledge  
 
Of these attributes, a sense of belongingness, teacher support, and social and 
emotional development of students are not prominent in the less complex categories 
of description but become more significant in the transitional category and develop 
further in the more complex categories. It is in the transitional category, facilitating, 
that teacher control fades into the background and teacher support moves into the 
focal awareness of teachers. In the same category, the social and emotional 
development of students becomes a priority for teachers as the education of students 
becomes more holistic rather than a focus only on the academic development of 
students. Teachers' professional knowledge includes subject matter knowledge, 
knowledge of pedagogies, pedagogical content knowledge and knowledge of 
learners. A change in focus within teachers' professional knowledge from subject 
matter knowledge to pedagogical content knowledge and knowledge of learners 
becomes evident across the categories from the least complex to the most complex. 
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Subject matter does not necessarily become less significant across the categories but 
pedagogical content knowledge and knowledge of learners enter the focal awareness 
of teachers.  
 
Across the categories, teachers' perceived influence on students extends from 
academic performance only in the least complex category to influences on 
students' lives outside the classroom and beyond the years of schooling in the 
most complex. Student motivation changes from extrinsic to intrinsic and 
classroom atmosphere and authority relations between teachers and students 
change from austere and authoritarian through to mutual respect and support. The 
repertoire of pedagogic practices becomes more extensive in moving from 
information providing to mentoring. Together with these pedagogic changes, the 
perceived role of the teacher changes from "sage on the stage" to "guide on the 
side".  Finally, teaching and learning move from a focus on the quantitative 
bundle of knowledge that teachers transmit to students to the quality of the 
ongoing partnership between teacher and student.   
 
The findings of this study describe and explicate the range of teachers’ 
experiences rather than describing and explicating individual teacher's 
perceptions of pedagogic connectedness. Therefore, any generalisations of these 
findings need to be treated with caution. However, in responding to the final 
research question “What does this newly acquired knowledge mean for pedagogic 
practice in the middle years of schooling reform movement?” the findings of this 
study have identified attitudinal and affective aspects of teacher-student 
interactions that previous studies into the middle years of schooling have not 
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revealed. From this study at least, it appears that teachers in the middle years of 
schooling have identified the need to facilitate character development of students 
and to enthuse students through their own passion for learning and for life. 
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CHAPTER 6 
 
Summary and Conclusions 
 
6.1 Introduction 
The alienation and disengagement from schooling, demonstrated by many early 
adolescent or ”middle years” students, were recognised in Chapter 1 as 
significant areas of educational concern both nationally and internationally.  
While educational reform in these middle years has focused on engaging and 
inspiring students through pedagogy and curriculum initiatives that are 
responsive to the diverse needs of early adolescents, the relational nature of the 
pedagogic engagements between teachers and students has been disregarded. 
Further, the middle years have been identified as a phase of learning in which 
mutually respectful relationships between teachers and students contribute 
significantly to enhanced social and academic outcomes for students. However, 
the affective and attitudinal attributes of teachers in the middle years of schooling 
that facilitate warm, positive healthy relationships have largely been ignored in 
previous research.  
 
The findings in this study argue that reform initiatives in the middle years have 
positioned teacher-student interactions as emotionless engagements with teachers 
viewed as automatons rather than professionals who externalise feelings and 
emotions. McEwin and Dickinson (2001) agree that teaching and learning is 
reduced to some lifeless and mechanical act if middle school teachers do not have 
a genuine commitment to teaching and nurturing early adolescent students.  
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However, they do not articulate the need to move beyond commitment, or as 
Teacher S described in the study reported in this thesis, an “embarrassing 
enthusiasm” for teaching and learning in the middle years. 
 
The phenomenon of pedagogic connectedness was defined in Chapter 1 as the 
engagement between teacher and student that impact on student learning (Beutel, 
2003). By interrogating pedagogic connectedness, the researcher has explicated 
the significance of the mediated and relational nature of teacher-student 
engagements in the middle years of learning. The findings of this study have 
revealed that teacher-student classroom engagements in the middle years should 
be emotionally charged interactions in which teachers demonstrate passion and 
enthusiasm for teaching and learning and for life. This has powerful implications 
for teacher education programs for the middle years, for school administrators 
and for teachers themselves. A summary of the key findings and their 
implications are presented in the final chapter.  
 
The research explored three research questions in this study. The key question: 
“What is the nature of pedagogic connectedness?” was further differentiated by 
two sub-questions: “What are the qualitatively different ways of experiencing 
pedagogic connectedness?” and “What does this newly acquired knowledge mean 
for pedagogic practice in the middle years of schooling reform movement?” The 
findings of this phenomenographic-related study have revealed five qualitatively 
different ways in which teachers in the middle years of schooling experience 
pedagogic connectedness. The essence of these “categories of description” will 
be recapitulated in this chapter and will be linked to the implications of this 
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research for teacher practice and staff development within the college that 
provided the context for this study. Finally, limitations of the study and 
recommendations for further research into pedagogic connectedness are 
considered in the final chapter of this thesis.  
 
6.2 Summary of Research and Findings 
6.2.1 Summary of Research Problem and Rationale 
 
Contemporary early adolescents differ physically, socially, emotionally and 
cognitively from early adolescents in previous generations. While early 
adolescents, and expectations of them, have changed significantly over the years, 
many schools have not responded to the changing nature of the diverse and 
complex needs of their students. Over the last decade, increasing numbers of 
early adolescent or ”middle years” students have become disengaged and 
alienated from traditional schooling experiences. To date, reform efforts in the 
middle years of schooling have focused on changes to curriculum, pedagogy and 
assessment. However, alienation and disengagement remain areas of educational 
concern (Carrington, 2002).  
 
The ”Productive Pedagogies” framework that emerged from the Queensland 
School Reform Longitudinal Study (QSRLS) (Lingard et al., 2001), and 
described in Chapter 2.12.2, has provided a theoretical framework for classroom 
pedagogic practices to engage middle years students and to enhance student 
academic and social outcomes. While the findings of the QSRLS suggest the 
implementation of Productive Pedagogies in middle years classrooms 
(Carrington, 2002), it does not provide strategies to help teachers understand or 
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implement this reform process. The “how to” has not been made explicit for 
teachers. Further, the recommendations from the QSRLS (Lingard et al., 2001) 
suggest that “more attention needs to be given in classroom pedagogies to 
connecting student work to their biographies and the world outside the 
classroom” (Lingard et al., 2001) and teachers, while recommending that their 
pedagogic supportiveness of students, “could be extended to encourage more 
student intellectual risk-taking” (p. 15). It has been argued in Chapter 2 of this 
study that teachers need to engage with students relationally and pedagogically to 
connect with students’ socio-cultural backgrounds and lives beyond the 
classroom and to support students to become intellectual risk-takers if high 
quality learning is to result.  
 
The current study into pedagogic connectedness explores the mediated and 
relational nature of teacher-student engagements. Pedagogic connectedness is a 
key construct that has the potential to translate policy into practice. Through 
describing and understanding these engagements, the findings of this study may 
make the “how to” of middle years reform more explicit. 
 
As described in Chapter 3.2, the impetus for this research commenced in 2002 
when administrators at the school that provides the context for this study were 
investigating options for a whole school restructuring process. The philosophical 
underpinning to this restructuring was to have smaller units at school which 
would foster increased learning engagement by students through close contact 
and supervision by teachers. The proposed restructuring included the introduction 
of a middle school sub-unit designed to engage students and to be responsive to 
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the diverse physical, social, intellectual and emotional needs of their early 
adolescent students. In the years prior to the proposed changes, teachers at the 
school, including myself, had become aware of an apparent decline in 
engagement with learning shown by students particularly in the early adolescent 
or middle years of schooling. The planned restructuring, together with the 
concerns regarding the lack of student engagement, have led to this study. As a 
result of the stimulus for this study, the findings provide a much-needed 
framework for pedagogic change in the new middle school sub-unit.   
 
The literature that provides the basis to develop the conceptual framework for this 
study is reported in Chapter 2. This literature relates to adolescent psychology, 
boys' education, middle years of schooling reform, teachers’ professional 
knowledge and the Queensland School Reform Longitudinal Study. An extensive 
review of this literature has indicated that alienation and disengagement from 
schooling are most evident in the years that mark the transition from primary to 
secondary school. The transition years include the early adolescent or “middle 
years” of schooling. Early adolescents undergo profound physical, social, 
intellectual and cognitive changes also during these years. Middle years of 
schooling programs attempt to re-engage early adolescents by providing learning 
experiences that respond to the specific and diverse needs and interests of these 
students (Barratt, 1998; Queensland School Curriculum Council, 2000). 
Significant to this study, middle years programs recognise the importance of 
close connections or attachments between teachers and students during these 
years. This connectedness may be facilitated by teachers through support for, and 
acceptance of students and their diverse backgrounds and experiences that they 
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bring to the classroom. Connectedness was defined in Chapter 2.6.2 and occurs 
when a connection or attachment between two people promotes a sense of 
comfort and security. Significant to this study and to middle years reform, a sense 
of connectedness has been linked to enhanced academic, social and personal 
achievement, increased student engagement and participation and higher 
academic achievement (Osterman, 2000). As such, the role of connectedness in 
the middle years of schooling warranted further research and the study reported in 
this thesis is one such investigation. 
 
6.2.2 Summary of the Findings and Resolving the Research Question 
 
The principles used in phenomenographic studies were found to be appropriate to 
interrogate pedagogic connectedness. The origins and nature of 
phenomenography and its application have been described in Chapter 3. Semi-
structured interviews are the main data collection method used in 
phenomenographic-related studies and this method was used in this study. 
Twenty teachers of male, middle years students were interviewed for this study 
and the interviews were recorded, transcribed and analysed by the researcher.  
 
Five categories of description revealed in Chapter 4 emerged from the data 
analysis of this study into pedagogic connectedness. A summary of the five 
categories is presented in Table 6.1 (p. 237) and the outcome space, a 
diagrammatic representation of the categories and the relationships between 
them, is shown in Figure 4.1 (p. 185).The categories are related hierarchically 
with the most complex category at the top of the table and the least complex at 
the bottom. Each higher level subsumes all categories below that level.  
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Table 6.1 Categories of Description and Descriptions of Categories 
Categories Descriptions 
Mentoring 
 
• Extensive two-way interactions between teacher and students, mutual respect and 
commitment 
• Wide variety of pedagogic practices with student negotiation of learning experiences 
• Focus on quality of teacher-student partnership 
• Teacher more experienced equal in long-term partnership with student 
• Academic and individual development and lifelong learning 
• Student-centred 
Guided participation 
 
• Extensive two-way interactions between teacher and students based on mutual respect 
• Variety of pedagogic practices with some student negotiation of learning experiences 
• Quality of individual teacher-student relationship 
• Teacher as more experienced equal 
• Academic performance and individual development 
• Student-centred 
Facilitating 
 
• Teacher sees student as a person/learner 
• Variety of pedagogic practices with focus on group activities 
• Quality of teacher-student relationship 
• Teacher recognizes prior knowledge of students  
• Academic performance and personal development  
• Transition between teacher-centred and student-centred 
Instructing • Impersonal 
• Direct instruction and skill practice 
• Quantity and quality of skill acquisition 
• Teacher as expert/student as novice 
• Academic performance 
• Teacher-centred  
Information 
providing 
• Emotionally distant/impersonal 
• Direct instruction 
• Quantity of knowledge transmitted 
• Teacher as expert, students as novices 
• Academic performance  
• Teacher-centred 
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As shown in Table 4.6 (p. 181), the categories of description fall into three broad 
groups. These groups are identified as teacher-centred, transitional and student-
centred.  
 
Transitional categories have been included in the findings of some earlier related 
studies. For example, in studies of conceptions of teaching by Kember (1997) and 
 orientations to teaching and learning by Samuelowicz and Bain (1992) 
transitional categories provide a bridge between teaching-centred and learning-
centred categories. However, in a later study of academics’ educational beliefs 
and teaching practices by Samuelowicz (1999), a transitional category was not 
included. Table 6.2 (p. 240) shows a four-way comparison between the categories 
from these earlier studies and the categories derived from the data obtained in this 
study. It is contended that all student-teacher-student interactions impact on 
student learning. Further, warm, healthy, positive teacher-student relationships 
are recognised as crucial to schooling in the middle years. Thus, the inclusion of a 
transitional category in this study acknowledges student-teacher and teacher-
student interactions in effecting learning. In addition, professional skills are 
generally developmental and the leap from teacher to learner-centred is better 
achieved by including a transitional stage. This provokes and stimulates the 
change and professional growth of teachers 
 
The information providing category is the least complex category to emerge from 
the data. In this conception, the main pedagogic practice is direct instruction with 
teachers viewing themselves as subject experts who deliver a quantifiable 
‘bundle” of knowledge, as per the subject syllabus, to students. Interactions  
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between teachers and students are mainly one-way, from teacher to student rather 
than from student to teacher. The relationship between teacher and student is 
described as authoritarian with the teacher using a punitive approach to control 
student behaviour. This method of student management, described in Chapter 
2.8.2.1 and termed the “keeping order” approach by Schiff and Tatar (2003), is 
based on the enforcement of teacher’s rules rather than student negotiation. In 
this conception, teacher-student interactions are impersonal and distant. As such, 
pedagogic connectedness between teacher and student is limited.  
 
The second category of pedagogic connectedness presented in this study is the 
instructing category. In this category, teachers perceive themselves as subject 
 experts, as in the narrowest conception. However, the focus shifts to the 
acquisition and application of procedural rather than declarative knowledge. 
Interactions between teachers and students remain mainly one-way from teacher 
to student. However, the teacher moves from the isolation of the front desk to 
move around students in the classroom, albeit to monitor student behaviour and 
engagement. While a physical closeness between teacher and students begins to 
emerge, the engagement between teachers and students remain mostly impersonal 
and distant.  
 
Facilitating is the transitional category as it triggers the shift between teacher-
centred and student-centred categories. Two-way interactions between teachers 
and students are central to this conception and teachers perceive themselves as 
facilitating student learning. Facilitating is the first category that acknowledges 
that two-way interactions are important for student learning. While there is an 
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Table 6.2 Comparison between categories from earlier studies and this study 
Study Teacher-centred categories Transition 
-al 
categories 
Learner-centred (student-centred) 
categories 
Kember 
1997 
Imparting 
inform 
-ation 
Transmitt 
-ing 
structured 
knowl 
-edge  
 Student-
teacher 
interaction 
Facilitat 
-ing 
under 
stand-
ing 
Conceptual 
change/ 
intellectual  
development  
 
S & B* 
1992 
Imparting 
inform 
-ation 
Transmitt 
-ing 
know- 
ledge 
 “Ín-
between” 
category 
facilitating 
learning 
 
 Changing  
students’ 
conceptions 
Support 
-ing  
Students’ 
learning 
S** 
1999 
Imparting 
inform 
-ation 
Transmitt 
-ing 
structured 
know- 
ledge 
Facili 
tating 
under 
-stand 
-ing 
 Helping 
students 
develop 
know- 
ledge 
Prevent 
-ing 
mis- 
under 
stand 
ings 
Nego 
-tiat 
ing 
mean-
ing 
En- 
courag 
-ing 
Know 
-ledge 
creation 
Beutel 
2005 
Inform- 
ation 
providing 
Instruct- 
ing 
 Facilitating   Guid 
-ed 
part-
icip-
ation 
Mentor- 
ing 
* Samuelowicz and Bain (1992)       ** Samuelowicz (1999) 
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emotional component to pedagogic connectedness in this category, teachers speak 
of facilitating learning rather than supporting students in their learning. As 
discussed earlier, this category is significant as it assists teachers in making the 
transition to more student-centred learning in the classroom.  
 
Teachers in the first of the two student-centred categories, guided participation, 
focus on assisting students to become independent learners. Interactions between 
teachers and students in this category become more personalized with teachers 
catering for individual student’s needs. As such, teachers experience a sense of 
mutual respect with their students. It is significant to note that, for the boys who 
participated in the study of boys’ perceptions of schooling conducted by Trent 
and Slade (2001) and described in Chapter 2.7.1, a “good teacher” is someone 
who demonstrates the ability and willingness to establish relationships of mutual 
respect and friendship with students. In the guided participation category, the 
experiences of pedagogic connectedness become more complex as teachers 
become aware of, and cater for, the experiences and knowledge that students 
bring to classrooms. Pedagogic connectedness between teacher and student is 
such that students feel supported and encouraged to become risk-takers in 
academic and social learning. Teachers and students are partners in learning.  
 
In the most complex category, mentoring, the repertoire of pedagogic practices is 
wide and varied and learning experiences are student-directed. Engagements 
between teachers and students are viewed as partnerships that extend beyond the 
classroom and beyond the years of schooling. Teachers perceive themselves as 
significant others in the lives of students, as extended family members in 
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partnerships with students and their parents. There is a sense of “oneness” 
between teacher and students in which teachers and students work together 
towards a common goal, to empower students to become valuable, contributing 
members of society.   
 
The mentoring category is the only category in which teachers articulate their 
passion for teaching and learning. When curriculum, time and space are only 
means to an end, it is the passion for learning that is the key to effecting 
meaningful learning. It is this passion that has missed the focus of previous 
research. As can be seen from the following extract from Teacher S, passion 
extends beyond enthusiasm: 
It becomes embarrassing enthusiasm where you put your personality on 
the line just so you can get your passion across (Interview S, p. 16).  
 
Teacher-mentors perceive themselves as passionate about their areas of expertise, 
for teaching and for life in general. It is this boundless enthusiasm that delimits 
the mentoring category from previous categories. Pedagogic connectedness is 
most complex in this category, with teachers offering themselves up for imitation 
as professionals in their subject areas of expertise and as role models as actively 
contributing members of society. In this category, teachers perceive that their 
passion is contagious. To teachers in this conception, their passion for teaching 
equates to students being passionate about learning. Teacher-mentors inspire 
students to learn by example. This is significant as middle years reform to date 
has focused on engaging students in their learning experiences, but has not 
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acknowledged that teachers’ passion for teaching early adolescents may be 
crucial to high quality student learning.  
 
The instrumental nature of contemporary schools challenges the underpinning 
principle of pedagogic connectedness. However, there may be some tensions 
between “good” teaching and social norms. For example, how far does a teacher 
extend into the development of a child before it becomes intrusion? This may 
provide a dilemma for some teachers. Certainly, the nature of mentoring teacher-
student relationships warrants further discussion.  
    
Prior to this current study, research relating to the middle years of schooling 
identified the significance of teacher-student relationships and the importance of 
using pedagogic practices that are responsive to the specific and diverse needs of 
individual adolescent learners. This earlier research focused on dimensions that 
this study has identified as contributing to the guided participation category of 
pedagogic connectedness. These dimensions were described in Chapter 4 and are 
shown in Figure 4.1 (p. 185). These dimensions include providing challenges for 
students, developing a self-responsibility for learning, mutual respect between 
teachers and students and developing students as individuals. However, the 
findings of this current study into pedagogic connectedness suggest that middle 
years programs need to move beyond these dimensions of the guided 
participation category. These findings suggest that professional development 
programs for teachers of students in the middle years of schooling need to guide 
teachers towards attaining skills and attributes identified from the dimensions 
constituting the mentoring conception of pedagogic connectedness. These key 
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skills and attributes include assisting students in their character development to 
become well-adjusted contributing members of society and demonstrating to 
students a passion for teaching and learning that extends beyond the confines of 
the classroom. While previous research into the middle years of schooling has 
identified that maintaining the quality of the teacher-student relationship is 
critical during these years, these earlier studies have not addressed the specific 
qualities that the teachers of middle years students bring to the classroom to 
engage and challenge these early adolescent learners.  In particular, teacher 
enthusiasm and passion for teaching and learning have not been identified 
previously as significant in influencing student learning in the middle years of 
schooling. Modelling as a learning strategy has been around for decades but had 
always missed the focus of previous research. While it is acknowledged that 
teachers may act as role models for some behaviours, it is argued that teachers 
need to model also a passion for teaching and learning. The role of teacher as 
mentor in assisting early adolescents’ intellectual, social, emotional and academic 
development needs to be explored further.  
  
6.3 Limitations of the Study 
As described in Chapter 3, the primary focus of phenomenography is on "the 
meaning an aspect of reality takes on for the people studied" (Sandberg, 2000, 
p.12). In other words, the focal point of studies from a phenomenographic 
perspective is participants' conceptions of reality rather than reality itself or the 
researcher’s experience of reality. Thus, phenomenographic-inspired studies seek 
to understand the different ways in which people think about a phenomenon 
through participants' descriptions of experiencing the phenomenon. While the 
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researcher attempts to take a second-order perspective, that is to view the 
phenomenon from the perspective of the participants, it is "not possible for the 
researcher to 'be' that person" (Bowden, 2000, p. 16). As such, the results of 
phenomenographic-inspired studies include the researcher's interpretations of the 
communications with the research participants. Thus, there are limitations to 
studies using phenomenographic principles. The limitations of this study into 
pedagogic connectedness are described in this section.  
 
This study has sought to describe the ways of experiencing the phenomenon of 
pedagogic connectedness as perceived by the teacher-participants. Further, the 
focal point of this study is to understand the range of experiences of pedagogic 
connectedness as described by teachers rather than describing or understanding 
individual teacher’s perceptions. While this is a limitation of this study, there is 
much to be learned from this experience in relation to how teacher-student 
relationships are positioned in the middle years of schooling. It may be the 
challenges of further studies to seek alignment of teacher’s professional practice 
to the identified categories and map out patterns that may illustrate some of the 
issues currently experienced in schools.   
 
It is not possible to prove that the best possible categories of description have 
been presented in the findings of this study as other researchers may constitute 
different yet equally acceptable categories of description (Säljö, 1988). This is a 
further limitation of the study. However, the researcher’s ability to be as faithful 
as possible to the data in describing and identifying individual’s conceptions of 
the phenomenon under investigation (Bowden, 2000; Sandberg, 1997) is more 
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important than constituting the most acceptable categories. Hence, there is a need 
for other studies to replicate the findings to increase credibility and applicability. 
As stated earlier, the researcher in this study is a fellow colleague of the research 
participants. As such, researcher bias is acknowledged and attempts to mitigate 
these biases have been addressed as part of Chapter 3, the methodology chapter.  
 
6.3 Contributions of the study 
The five categories that emerged from this study have some commonalities with 
previous studies of teaching and learning. However, some significant differences 
make new contributions to our understandings of teacher-student engagements. It 
appears the perspective that earlier studies of teaching and learning have taken is 
learner as passive object whereas this study has taken the perspective of learner as 
active participant in partnership with the teacher. In this study, the focus has been on 
the active engagements between teacher and student in the middle years of 
schooling. Through interrogating the mediated and relational nature of teacher-
student engagements that facilitate student learning, the body of knowledge relating 
to teaching and learning has been broadened.  
 
The context for this study has been the middle years of schooling. While findings of 
previous middle years research have highlighted the importance of positive teacher-
student relationships in the middle years of schooling,  
The mentoring model presented in this study challenges previous understandings of 
partnerships between teachers and students. As such, this study has made significant 
contributions to the growing knowledge base that surrounds middle years education.  
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6.4 Implications of this study  
This study indicates that teachers, within the context of the middle years of schooling 
in a boys’ college, experience pedagogic connectedness in a multiplicity of ways. 
Common to these ways of experiencing pedagogic connectedness are six dimensions 
of variation. These dimensions provide a focal point for understanding the mediated 
and relational nature of pedagogic teacher-student engagements. In this section, the 
pragmatic implications of the findings of this study are explored in relation to three 
areas: schools, teacher education settings and teachers. 
 
6.4.1 Implications for schools 
The findings of this study propose that mentoring relationships between teachers 
and students should be requisite in the middle years of schooling. The powerful 
potential of mentoring relationships between teachers and students has been 
identified by earlier researchers and is shown in the following description by 
Trepanier-Street (2004/2005, p. 68): 
The children come to see themselves as capable, competent, and 
empowered people with unique strengths, worthy of valuing by self 
and others. Children realize that they can see goals, have high 
standards and learning expectations, and successfully achieve these 
standards and goals. They view themselves as problem solvers, 
decision makers, and constructors of their own knowledge and 
learning. The mentoring relationship gives children the opportunity to 
work collaboratively with others, developing many personal 
interaction skills helpful in future relationships.   
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While the above description is instructive, the findings of this current study extend 
earlier understandings of mentoring relationships in two significant ways. These are:  
• that mentoring relationships between teachers and students extend beyond the 
confines of the classroom and beyond the years of schooling and  
• teachers, who act as mentors to students, do so through their enthusiasm and 
passion for their areas of expertise and for teaching and learning.  
The latter point creates a dilemma for teachers in a world driven by instrumental 
outcomes.  
 
The new model of mentoring contributes significantly to how teacher-student 
relationships in the middle years of schooling are conceptualized. If mentoring 
relationships between teachers and students are to be developed under this new 
model, the organisational structures of some schools may need to change. For 
example, teachers need time to develop warm, positive relationships with students. 
Schools may need to restructure to allow teachers to develop long-term connections 
with students. This restructuring may involve having a team of enthusiastic, 
committed teachers who move with students as they progress through the middle 
years. The teacher team would consist of teachers across the “core” subjects, usually 
consisting of English, Mathematics, Science and Studies of Society and the 
Environment. Teachers would plan and teach collaboratively across subject 
boundaries within these interdisciplinary teacher teams. The organisation of teachers 
into interdisciplinary teams is identified by Carrington (2002; 2004) as a key practice 
in middle years schooling. Apart from curriculum imperatives, teacher teams lead to 
a collective view of each child rather than a one-dimensional view from one teacher 
alone. It may be through the holistic understanding of each child that mentoring 
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relationships may be facilitated. Thus, investigations into the contextual and 
organisational issues related to facilitating mentoring relationships in middle school 
settings need to be explored. 
 
6.4.2 Implications for teacher education  
This study contributes to the theorizing related to teacher-student engagements 
within the context of the middle years of schooling. As such, there are key 
implications for teacher education programs for middle years teachers. These 
implications are closely linked to the changing nature of schools over recent years. 
Along with societal changes, there have been substantial increases in expectations of 
what schools and teachers in contemporary times can and should do for students. 
These extra demands are exacerbated through increased parental and community 
expectations of teachers. In addition to being responsible for students' academic 
achievements, teachers are expected to be experts in identifying, and catering for the 
diverse range of physical, intellectual, emotional and psychological needs and/or 
disabilities that students have. If teachers are to take on added responsibilities and act 
as mentors to students, as this current study suggests, they need to be trained and 
supported in these new roles.  
 
Currently, teachers have little, if any, training in establishing and maintaining the 
complex pastoral and mentoring relationships (Main & Bryer, 2005) that are 
necessary between teachers and students in middle school settings. Present teacher 
education revolves around preparing potential teachers to deliver a set of topics in 
specific subject areas rather than equipping them with the necessary skills to develop 
healthy, meaningful relationships with students that encompass a holistic approach to 
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learning and make learning experiences authentic and personally relevant to students. 
The implications from this current study are that teacher education programs need to 
include training for potential teachers in middle years-appropriate pedagogies and 
interpersonal and communication skills that are responsive to the needs of early 
adolescents to enable teachers to experience a sense of competence and confidence in 
teaching in the middle years. 
 
 
6.4.3 Implications for teachers  
The findings of this study serve to validate further that teachers engage learners 
through their enthusiasm and passion. As Ottewill (2003) states, teaching and 
learning should be "emotionally charged activities" in which it is "entirely 
appropriate to engage students by appealing to their hearts as well as their heads" 
(p.194). Further, Fried (2001) argues that passion is not a personality trait that some 
people possess and others lack, but something ”discoverable, teachable, and 
reproducible” (p. 6). The implication from this current study is that teachers need to 
be proactive in uncovering the passion for teaching and learning from within 
themselves, as passion should be at the heart of all teaching. The passion and 
enthusiasm demonstrated by teachers may be the key to enthusing middle years 
students and re-engaging them with schooling during the middle years of schooling.  
Certainly, the ways in which teacher-mentors engage and inspire students through 
their own zest for teaching and learning requires further investigation.  
 
6.5 Concluding Remarks 
To date, the middle years reform movement has attempted to engage students 
through programs that cater for the individual interests and learning needs of  
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adolescent students and that provide a warm, supportive learning environment for 
students (Carnegie Council on Adolescent Development, 1996; Chadbourne, 
2001; de Jong, 2005; Jackson & Davis, 2000; Manning & Bucher, 2005). The 
significance of positive relationships between teachers and students at this time of 
immense physical, social, emotional and intellectual change has also been 
acknowledged. However, until this study, the qualitatively different ways in 
which teachers interact pedagogically with students had not been identified. In 
particular, the attitudinal and affective natures of these interactions have largely 
been ignored. Further, if middle years programs are to promote high quality 
learning and to encourage students to become contributing members of society, 
the possible impact on learning of teachers who act as mentors to students needs 
to be explored further.  
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Appendix A: Key Research Questions 
 
Key research question: 
 
What is the nature of pedagogic connectedness? 
 
Sub-questions: 
 
1. What are the qualitatively different ways of experiencing pedagogic 
connectedness? 
 
2. What does this newly acquired knowledge mean for pedagogic practice in the 
middle years of schooling reform movement? 
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Appendix B: Interview Questions and Prompts 
 
Questions and prompts for the semi-structured interviews  
 
1. Tell me about your approach to teaching. 
2. How has your approach to teaching changed over the years? 
3. How do you get students engaged in their work? 
4. How do you connect with your students in the classroom? 
 
5. What specific teaching methods do you use to facilitate these connections 
in the classroom? 
 
6. How do students show they are engaged? 
 
7. How did these connections with students influence classroom learning? 
 
8. Tell me about a time when you connected with a student or a group of 
students. 
 
9. How do you connect with students who do not appear to be interested in 
class learning? 
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Appendix C: Consent Form and Information Sheet 
 
A copy of the information sheet and a copy of the consent form that participants 
signed are contained in this appendix. 
 
INFORMATION SHEET 
 
Research project to be conducted by Denise Beutel 
 
This sheet contains information relating to the research project to be carried out 
by Denise Beutel as part of the requirement for the degree, Doctor of Education. 
The title of the project is “Teachers’ conceptions of pedagogic connectedness: A 
phenomenographic study”.  
This research project was initiated due to my concerns regarding the 
disengagement from schooling experienced by many early adolescent students.  
These concerns have been supported by considerable research in this area, both 
nationally and internationally. As a result of this research, many innovative 
programs have been designed for students in these “middle years of schooling” in 
an attempt to increase their engagement with schooling. These programs have 
been designed specifically to cater for the needs of early adolescent students. 
While these programs have recognised the importance of positive relationships 
between teachers and students in these years, there have been few studies that 
have investigated the nature of these relationships. This research project however, 
addresses the nature of these interactions.  
 
The purpose of this project is to investigate the different ways in which teachers 
of students in the middle years of schooling interact with students in their 
classrooms to produce positive learning experiences. For the purpose of this 
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study, these middle years refer to schooling of students from years six through to 
year nine. As such, this study focuses on teachers of students in these year levels.  
Teachers who agree to participate in this project will be asked to reflect on their 
classroom practices and on their beliefs about teaching and learning in these years 
of schooling.  
 
In this project, data will be collected through individual, verbal interviews with 
teachers. The researcher, Denise Beutel, will interview each participant once and 
these interviews will be of approximately 45 minutes duration.  Each interview 
will be taped for later transcription and analysis. The participants may be asked to 
comment subsequently on the analysis of the content of my interview. Each 
participant will have access to the information they have provided.  
 
If you are willing to participate in this project please sign the attached consent 
form and return to Denise Beutel. 
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CONSENT FORM   
I agree to participate in the research project, Teachers’ Conceptions of Pedagogic 
Connectedness: A phenomenographic study.  Denise Beutel, who is an EdD 
student at QUT, Kelvin Grove, is conducting this study.  I understand that the 
purpose of the study is to explore teachers’ perceptions of their classroom 
interactions with students.   
 
I understand that my participation in this research will involve being interviewed 
by Denise Beutel. This interview will involve reflection on my classroom 
practices and on my beliefs about teaching and learning.  There will be one 
interview of approximately 45 minutes duration. I understand that the interview 
will be taped. I may be asked to comment subsequently on the analysis of the 
content of my interview.  
 
I agree that the research data gathered from this project will be used in the writing 
of a thesis and may be published or presented in a form that does not identify me 
or the school that employs me. I understand that I am free to withdraw from this 
project at any time without giving a reason. I will have access to the information 
that I have provided.  
 
I agree that Denise Beutel has answered my questions fully and clearly.  
I understand that I am at liberty to contact Denise Beutel’s supervisor, Dr Tania 
Aspland, on 38643228   if I have any concerns about the research project.  
 
 
Participant’s signature:                                                                              Date: 
 
  
262 
 
 
 
 
Researcher’s signature:                                                                                Date: 
 
 
 
The ethics adviser of the Queensland University of Technology Ethics Committee 
has approved this study. If you have any complaints or reservations about any 
aspect of your participation, you may contact the University Research Ethics 
Committee through the Research Ethics Adviser for Education on 38643603. Any 
complaint you make will be treated in confidence and investigated fully and you 
will be informed of the outcome.  
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